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Classroom discourse in Kenyan primary schools 
This research addresses the role of classroom discourse in supporting 
children’s learning in Kenyan primary schools. Using a triangulated research 
approach, I explored the teachers’ practice and perceptions of their discourse 
strategies. This study involved the development of a classroom observation 
framework, a questionnaire schedule and a semi-structured teacher interview; 
this led to the generation of both qualitative and quantitative data. In 
developing the research instruments, 1 particularly reviewed the work of 
Flanders, Sinclair and Coulthard, Barnes, Wragg and Brown, and Hardman. 
Underpinning my study was a theoretical framework of how children learn, 
which was drawn from the ideas of Vygotsky, Bruner, Piaget, Edwards and 
Mercer. A strand within this framework was the consideration of the context 
of learning through a second language. The ideas of Mayor and Wells, 
together with their implications for classroom discourse and organisation, 
were discussed here. 
My analysis of the classroom discourse focused on the three dimensions 
identified by Sinclair and Coulthard: teacher initiation, pupil response and 
teacher feedback. Within these dimensions, my discussion considered teacher 
input and its combination of initiation and feedback strategies. It also 
considered three elements of pupil response - their nature, their length, and 
whether they were choral or individual. Attention was also paid to the way in 
which the pattern of classroom discourse ensured curriculum coverage and 
created a semblance of pupils’ participation in the learning, which belied their 
actual passivity. 
My study concludes with a discussion of the implications of the research 
findings for inservice training. Whilst acknowledging that such training alone 
cannot address the constraints faced in the Kenyan schools, it suggests that it 
has a role to play in developing teachers’ professionalism and raising their 
awareness of their own practice and its implications for children’s learning. 
A 
‘me  majoity they don? like answering’ - 
classroom discourse in Kenyan primary schools. 
Focus of the study 
This study takes place in Kenya, where I was involved in a Ministry of 
Education primary teacher training project between 1997 and 2001. Prior 
to this I had also worked in Ghana and it was my experience as a teacher- 
educator in both African countries, which led to my interest in the nature 
of classroom discourse. My work in Kenya, for the British Department 
for International Development (DFID), was to co-ordinate the design, 
development and implementation of a distance learning course for 
teachers, which emphasised the role of oral language in primary science, 
maths and English; this was part of the Strengthening Primary Education 
Project (SPED). 
To set the scene for my study I begin by describing a typical primary 
lesson which took place in a large school on the outskirts of Nairobi; this 
lesson is one of those observed in the second stage of my EdD study. The 
local catchment area consisted of slum housing, where dwellings were 
made of metal sheets or mud and there was no sanitation or electricity. 
Despite its surroundings, the overall impression of the school was that it 
was well-kept; classrooms were housed in permanent structures and also 
had windows. However, the classrooms themselves were poorly 
resourced, with three pupils sharing each old and worn bench seat; the 
only other visible resource was the chalkboard. It was a cold, dull day in 
July and the children were dressed in tattered jumpers which hung in 
threads from the elbow down. 
As the teacher - a softly spoken young man - entered the class, he greeted 
the pupils and asked if they were ready for their maths lesson; the 
Standard 6 children responded in unison. The lesson began with the 
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teacher writing some calculations on the board and, as he wrote, he asked 
the pupils for the answer to each element: 
T 
C Few 
Teacher 
C Few 
Teacher 
C Few 
Teacher 
C Few 
Teacher 
C Few 
Teacher 
C Few 
six six multiply by thirteen 
seventy eight 
seventy eight again (.) two add zero one 
twenty divide by thirteen how many times 
will thirteen go to one hundred and two? 
nine times 
nine times because of! 
one seventeen 
one hundred and seventeen carry eight now 
since this (.) you cany decimal you can just 
leave it there so it is seven shillings and 
maybe without including without this one 
and? seventy cents yah? 
Yes 
seven shillings and? 
seventy cents? 
that is (.) no no no (.) this is percentage yah? 
Yes 
(Discount and Sale Price, L107/122) 
The above extract shows how the teacher elicited choral responses to 
what, for Standard 6 pupils, are low level calculations. His input varied 
in length, as he often elaborated on the answer given, to take the children 
forward to the next part of the calculation. Most of the forty-minute 
lesson was taken up with similar interaction, but the teacher also 
instructed the children to copy the calculations into their books and 
complete the maths exercise. This was carried out in silence; some 
children appeared distracted, several gazed out of the window and 
another flicked through his maths text book. As the children wrote, the 
teacher moved around the class stopping to mark his pupils’ work; 
occasionally he said something to the children, but generally just ticked 
or crossed their work. When the ‘end of lesson’ bell rang, the children 
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packed up their maths books and the teacher instructed them to complete 
the work and to bring it to him in the staff room as soon as possible. 
After the lesson I asked the teacher about the observed lesson and this 
interview forms part of my discussion in the analysis of my findings in 
Chapter 6 .  Although the teacher began by describing the lesson as 
typical, he stressed that normally he would: 
‘encourage the pupils to participate fully in the lesson ’ 
(Interview, Discount and Sale Price, L300). 
Similarly he explained that he realised he should have ‘reward(ed) orally’ 
pupils who gave correct responses, but that in the observed lesson: 
‘I could not use those comments, but that is what I am 
supposed to do’ 
(Interview, Discount and Sale Price, Line 321). 
We also talked about issues in teaching maths, and he explained that the 
pupils perceive maths as a difficult subject, but he felt this was mainly 
because they: 
‘don’t like reasoning that is the problem reasoning that 
is a problem they like to be given something direct’ 
(Interview, Discount and Sale Price, L375). 
Another issue was pupil understanding of the maths questions, which the 
teacher felt was hindered by the children’s lack of English. In terms of 
supporting children with difficulties, the teacher said that by marking 
their work during the lesson he could identify any problems; these would 
then be addressed in ‘remedial’ classes after school. 
This observed maths lesson and the subsequent interview highlighted a 
number of issues about teaching and learning in Kenyan primary schools. 
Firstly, the poverty of the local environment, and often of the school 
itself, is likely to directly affect the availability of resources for learning, 
the commitment of the teachers and the welfare of the children. The 
problems which the school faced were probably exacerbated by the 
national policy of teaching and learning in English; for most children and 
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teachers this is a second or third language. The lesson was teacher-led; it 
was the teacher who asked the questions, elicited the responses, and 
controlled the classroom discourse. Generally, the teacher elicitations 
appeared to make low cognitive and linguistic demands upon the pupils 
and their responses were most often one or two words in length. Pupil 
choral responses were frequent although, as the extract shows, 
participation of the pupils was sometimes low; this is captured in the 
transcript by the use of the term ‘Choral Few’. 
Few links were made back to the overall topic, only at the beginning and 
end of the lesson; instead the focus of the lesson was the carrying out of 
mathematical calculations. Pupils were required to listen, but also to 
respond to the frequent teacher elicitations, which included whole class 
affirmation of their understanding. 
Typically the teaching and learning style of the observed lesson would, 
like others in similar contexts, be described as ‘rote’ and ‘memorisation’. 
Children were often asked to repeat elements of the lesson and the 
demands made upon them suggest an emphasis on memorisation, rather 
than on more challenging learning approaches. However, although not 
denying the validity of this description of practice in developing 
countries, I felt that it did not fully capture the essence of classroom 
discourse practices. If rote learning and memorisation was the outcome 
of the teaching approaches adopted, I wanted to explore what strategies 
the teachers used to achieve this. I was also interested in whether these 
strategies varied, within individual lessons and across my focus subjects 
- maths, science and English. Similarly I questioned why teachers 
adopted certain discourse strategies, what they felt was their purpose and 
ultimately how they affected children’s learning. As a teacher-educator I 
was interested also in exploring my findings in relation to their 
implication for the inservice training of teachers. 
I had initially intended to explore these issues through a consideration of 
the impact of a distance learning programme on which I was working as 
an Adviser. My study was to have involved a baseline survey of some of 
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the existing classroom discourse practices and then a later impact study 
of the training course; this proposal was explored in Stage 1 of this EdD 
study. This focus not only reflected my interest in classroom discourse, 
but also built on the research which I had undertaken in Ghana in 
conjunction with my study of the Open University course, Language and 
Literacy (E825) in 1996. 
However, the project on which I was working faced unforeseen delays 
and the implementation of the teacher inservice programme took several 
years longer than envisaged. This meant that I was not able to carry out 
an impact study of the programme as my own contract ended before this 
was feasible. In the light of this I modified my research focus, so that it 
still reflected my interest in classroom discourse but would not involve 
any consideration of the inservice programme. Alternatively I decided to 
consider classroom discourse practices in Kenyan classrooms and their 
implications for children’s and inservice training. The research questions 
which formed the basis of this study were therefore: 
Main research question 
1 .  How do the oral discourse practices in Kenyan primary 
schools contribute to children’s learning? 
Subsidiary research questions 
a What is the structure and pattern of oral classroom 
discourse in Kenya primary schools? 
What are teachers’ attitudes towards the role of talk in 
children’s learning and influences on them? 
How, according to existing literature, do the observed 
practices support children’s learning? 
Are there ways in which the teachers in Kenyan 
classrooms could use talk more constructively to 
support children’s learning? 
b 
c 
d 
In order to address these questions I needed to construct a theoretical 
framework to work within. This involved identifying the strands within 
the research questions and then carrying out a review of the related 
literature: 
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1. The role of talk in learning 
2. Talk and learning in a second language environment 
3. Oral discourse practices in primary classrooms in 
developing countries, particularly Africa. 
The context of my research 
To understand the rationale for the development of the inservice 
programme and the focus of this study, it is important to be aware of 
some of the key issues facing Kenya and its educational system. Kenya 
ranks 138* (out of 160) on the Human Development Index (SPRED 
1999), with 47% of its population living on less than 50 pence a day and 
unable to meet their basic food requirements (SPRED, 1999). It is a 
country of inequities, with the richest 10% of the population receiving 
nearly half of the national income, whilst the bottom 20% receives only 
3.5% (SPRED Project Proposal, 2000). Like other developing countries, 
Kenya has a large percentage of children; in 1994, 16% of Kenyans were 
under the age of five (Best, 1994). Research shows that in less developed 
countries such as Kenya, primary education plays a key role in 
development by increasing industrial productivity and agricultural 
innovation. It has also been shown to bring positive social changes 
through lower fertility, lower infant mortality, better child health and 
education and a reduction in gender inequality (Colclough, 1997). 
Since Independence, Kenya has stressed the importance of Universal 
Primary Education (UPE) and made impressive advances towards it 
between 1963 and the late 1970s (Best, 1994). However, from that time 
onwards, education has declined in terms of both enrolment and quality, 
with enrolment falling from 95% in 1989 to around 76% and as low as 
20-30% in some provinces (The Daily Nation Newspaper, January, 
2000). Primary school completion rate has also dropped to 47% 
(National Development Plan, 1997-2001), with repetition rates of 15% - 
40% (NPBS, 1999). Only 34% of the estimated 7.3 million school-aged 
children in Kenya can expect to complete primary education (SPRED, 
1997). Of these, only 17% go on to secondary school and of all the 
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children who enrol in the first year of the primary school only 1.2% will 
go on to University. 
Poor enrolment and low retention is a result of the national economic 
situation and was compounded by the Government’s introduction of 
educational cost- sharing in the late 1980s. As teachers’ salaries 
consume around 98% of the total government education budget, with the 
cost-sharing policy, the shortfall places a huge burden on parents, leaving 
them to provide all other inputs, such as books, school uniforms and 
school building maintenance and also to contribute to the school’s overall 
budget (Juma and Ngome, 1998). Problems are exacerbated by the high 
operational costs of an overloaded curriculum, with a primary child 
requiring up to 13 subject textbooks in a year - a cost most parents cannot 
contemplate. Textbooks have been shown to be a significant determinant 
of school achievement in developing countries, but in Kenya more than a 
third of children in the final grade of primary education lack essential 
mathematics textbooks (The Daily Nation, March 24’, 1998). 
Most schools in sub-Saharan Africa also lack physical resources and this 
is reflected in Kenya, where a typical school comprises eight classrooms, 
constructed with concrete block, metal sheets, or mud and wattle. Many 
schools have no permanent construction and children are taught outside, 
using stones as desks and large margarine tins as seats. Where there is 
fiuniture it usually consists of wooden benches seating two to three 
children, often the only visible teaching resources are the teacher and a 
chalkboard. Alongside this lack of facilities is the low teacher-pupil 
ratio, with many classes having 60 pupils or more; this means that 
children are unlikely to get much individual teacher attention (Colclough, 
1997). 
Difficulties are further compounded by the educational language policy 
where, from Standard 4 onwards, the curriculum is delivered through the 
country’s official language - English. Although English is used in public 
offices and the business and commercial world, the national language in 
Kenya is Kiswahili. In addition there are an estimated 40 indigenous 
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languages, so that children often have to learn three languages. Fluency 
in oral and written English is seen as crucial to the country’s aim for 
industrialization by the year 2020, yet schools are being criticised for 
producing ‘linguistically ill-prepared people’. Senanu describes how 
there is a perceived lowering of standards in both written and spoken 
English (Senanu, 1995). 
Despite the educational system being faced with many constraints, high 
demands are made on both the teachers and children. The situation is 
exacerbated by the emphasis placed on the Kenya Certificate of Primary 
Education (KCPE), which children take at the end of their primary 
schooling in Standard 8. Although the rhetoric of the Kenyan Education 
Master Plan, and other policy documents, supports a more holistic 
approach to children’s learning, the achievement of individual schools 
and regional districts in the KCPE makes national headline news, with 
those not faring well being publicly berated. However, with the limited 
number of secondary school places available, the KCPE is a key 
determinant of whether children are able to continue their schooling. 
Sadly, the inadequate number of secondary places means that 
competition for them is fierce and passing the KCPE does not 
automatically lead to a secondary school place. For example, in January 
2001 more than 50% of approximately 450,000 pupils who sat the KCPE 
were not successful in obtaining a secondary school place. Even those 
who pass well in the KCPE will not necessarily find a place, as the cut- 
off mark for a placement is often high; in Nairobi it was around 65% and 
there were many cases of children who achieved 75% or more not being 
allocated a place. 
Faced with the demands of the curriculum and the importance of success 
in the KCPE, the school plays a large part in both the teachers’ and 
pupils’ lives. Days in school are long, often extending beyond the 
official length, with children in school from 7 a.m. and remaining until 
after 5 p.m. (NPBS, 1999). In addition to the long hours, children are 
given homework regularly, with 64.8% of the Standard three pupils being 
given homework around three times a week and 61.7% of the Standard 6 
a 
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pupils every day (NPBS, 1999). Extra tuition, or ‘remedial’ teaching, 
also adds to the length of the school day; just over half of Standard 6 
pupils have extra tuition (NPBS, 1999). Children are therefore often in 
school or doing homework for up to 12 - 14 hours a day, leaving them 
little time to play or pursue other interests; this is particularly so for girls 
who are also burdened with household responsibilities. 
In Kenya, research suggests that quality issues in education have a 
significant negative impact on drop-out rate (Davies, 1992). One key 
aspect of quality has been identified as the teaching itself, which is 
dependent upon the teachers’ mastery of the materials, confidence in 
their own ability, commitment to teaching and co-operation with each 
other. However, even though teachers’ role in quality education may be 
central, it is not reflected in their terms and conditions. Teachers are 
poorly paid - 62% of the Ministry’s National Primary Baseline sample 
had no electricity in their homes - this forces them to seek additional 
employment (NPBS, 1999). One vital source of income for teachers is 
extra tuition and the implications for this on the model of teaching and 
learning is discussed later. As well as these likely influences on their 
teaching practices, teachers’ subject knowledge is usually only barely 
adequate for the task and their pedagogical skills are weak (Davies, 
1992). 
In addition to their being poorly paid and working in difficult conditions, 
there is little opportunity for teachers to undertake professional 
development; over SO% of Kenyan teachers have never received 
inservice training (NPBS, 1999), although, as Davies study shows, 
teachers are keen to undertake such training and respond positively to it 
when given the opportunity (Davies, 1992). However, those teachers 
who have had the opportunity to attend inservice are most likely to have 
participated in short courses which focus on curriculum change or 
examination demands, rather than on professional development or 
upgrading of knowledge and understanding (NPBS, 1999). The 
importance of ongoing professional development for teachers is endorsed 
9 
CHAPTER 1 
by research literature, which stresses that adequate time and resources 
need to be set aside for purpose (ibid, 1992). 
These factors all contribute to the adoption of a teacher-centred model of 
delivery, where the practice is whole-class teaching, with emphasis on 
rote learning and cramming. If the school environment, low salaries and 
lack of inservice training demotivates the teachers, the level of the 
pupils’ motivation is likely to be even lower. Pupils have to sit cramped 
on a bench or a stone on the floor; they are likely to be either too hot or 
cold, and often hungry. Lessons appear to follow the same format and 
children have little opportunity to share ideas or to work collaboratively. 
With the direct cost of schooling and the lost opportunity costs and with 
children in school not able to contribute to their families’ livelihood, a 
boring learning environment is likely to add to the high drop out rate. 
This was endorsed by a recent Ministry report, which acknowledged 
pupils’ lack of interest in their schooling as one of the factors in the 
decline in primary enrolment (Ministry of Education, 1997). 
In summary, primary education is likely to be the only schooling most 
Kenyans have, and it therefore has a key role to play in equipping them 
both linguistically and cognitively. Lack of resources in schools and the 
socially and economically deprived external environment makes the role 
of the school, particularly the teacher, even more crucial. Yet, the nature 
of the classroom discourse appears to place low demands on the children, 
providing them with limited opportunity to develop either competence in 
the English language or conceptual understanding in other subjects. 
The aim of this EdD study is therefore to explore in greater detail the 
nature of classroom discourse, to consider the rationale behind it and to 
discuss its likely impact on children’s learning. It also intends to 
conclude by considering the implications of the research findings for 
teacher inservice training. 
In this introductory chapter I have described the context in which this 
study was carried out and explained the role of my own interest and 
experience. I have also listed the research questions which formed the 
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basis of my research. In the following chapter, Chapter 2, I discuss the 
theoretical framework, in relation to children's learning, which underpins 
this study. 
My literature review has two main focuses; the first is a discussion of the 
ideas which contributed to the theoretical framework for this study. 
These are ideas about children’s cognitive development derived from the 
theories of Vygotsky, Piaget, Bruner and Ausubel. They place language 
as central to children’s learning and stress the importance of children 
being actively involved in their own learning. Similarly they 
acknowledge what the child themselves brings to the learning experience 
and describe children’s capacity to learn through instruction (Wood, 
1992). These ideas are considered within the context of a second 
language environment and the constraints which education faces in a 
developing country. Most of the research on classroom interaction and 
its implications for children’s learning has been written from a first world 
perspective. However, where possible I have drawn on what is still a 
limited, but growing, body of research relating to developing country 
contexts - this includes donor commissioned reviews and research 
studies. 
The second main focus strand of my literature review, which is addressed 
in Chapters 3 and 4, is in relation to the research methodology which I 
adopted in this study. This review describes the rationale of my approach 
and the influence of the literature on the development of the three 
research instruments - the questionnaire, classroom observation and 
interview framework. 
Language for conceptual development 
It is Piaget’s ideas on children’s learning which provided the starting 
point for my consideration of the role of language in children’s learning. 
His work greatly influenced both the theory and practice of teaching 
methodology; in the UK his ideas were the basis of the progressive 
approaches of the 1960s, captured in the Plowden Report. These ideas 
were also reflected in primary education development programmes in 
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Africa, for example the Nuffield project in the 1960s and 1970s 
(Pontefract, 1990). 
Piaget’s theories were based on his belief that intellectual growth occurs 
in five hierarchical stages, with progression through the stages dependent 
upon biological, equilibration, educational and social factors (Dasen, 
1972). Within each stage of development Piaget described how the child 
develops a pattern of behaviour, called a ‘schema’ or ‘schemata’, through 
interaction with the environment. Within the early developmental stages 
Piaget viewed children’s thinking as ‘egocentric’, encapsulated in a 
monologic mode of language (Vygotsky, 1962). This, Piaget believed, 
reflected children’s inability to decentre and was indicative of a stage in 
their cognitive development - one which lay between individual and 
social thought (Vygotsky, 1962). In this way Piaget saw egocentric 
speech as a transitional stage, one which is later replaced as the child 
develops cognitively and is able to think and communicate on a social 
level (Vygotsky, 1962). Ideas of staged intellectual development have 
been endorsed by cross-cultural research, which showed that Piaget’s 
stages development theory to be of universal value (Pontefiact, 1990). 
Piaget believed that cognitive development was fixed according to the 
child’s developmental stage, and it was through interaction with the 
environment that the child’s natural capacity to develop was fostered 
(Piaget, 1997). He was therefore critical of pedagogic practices which 
were based on ideas of children assimilating new knowledge through 
transmission, instead of by ‘internal activity’ (Piaget, 1997). To Piaget 
this was a fundamentally flawed view of knowledge and leaming, one 
that deprived children of the opportunity to discover for themselves 
(Piaget, 1997). This emphasis by Piaget on the importance of children 
developing ‘experimental’ minds (Piaget, 1997) was interpreted by 
educationalists as ‘discovery’ leaming. In this model of teaching and 
learning, children would ‘discover’ through action, and first-hand 
experience. It is this emphasis on learning through experience which, as 
Wells describes, has contributed to the recognition that knowledge has to 
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be actively constructed by each individual through interaction with the 
world (Wells, 1989). 
However, although Piagetian ideas were of great influence on 
educational practice, they were also criticised in terms of the research 
approach adopted and the conclusions drawn. Donaldson challenged the 
experimental basis of Piaget’s theories; in her studies she found that if 
children were given tasks which made ‘human sense’, they were able to 
decentre more successfully (Donaldson, 1983). She concluded that 
children’s success in carrying out given tasks is based on the context in 
which they are presented and the way in which the researcher’s questions 
are posed (Donaldson, 1978). Piaget’s work has also been criticised for 
the implied rigidity of the developmental stages and the lack of emphasis 
given to the role of language in children’s learning; he believed language 
to be subsidiary to activity. The work of Vygotsky (1962) signified a 
move away from ideas of children learning through action alone, to one 
which considered the central role of speech. Vygotsky (1962) saw the 
primary function of speech as being communicative, so that even the 
earliest speech of the child would be essentially social. Within this social 
context, Vygotsky suggested that language enabled children to participate 
‘in culturally appropriate ways’ (ibid, 1962). For Vygotsky, language was 
one of the key ‘tools’ in mediating human experiences of the 
environment and influencing their social relationships (Tudge, 1993). 
Vygotsky (1962) was critical also of Piaget’s failure to acknowledge the 
importance of the ‘social situation and milieu’ to a child’s development. 
He saw egocentric thought not, as Piaget described, as an accompaniment 
to a child’s activity, but as an ‘instrument of thought’ (1962). His 
experimental work showed that children would engage in more 
egocentric talk if given a difficult task, so that the talk itself assumed a 
very definite function in the activity. In this way egocentric talk was not 
replaced by more developed forms, but served as the transition from 
vocal to inner speech. Vygotsky (1962) described how as the child‘s 
inner speech becomes ‘stabilized’, egocentric speech will diminish and 
within this process of intellectual development the role of the adult is 
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key. It is adult intervention which enables the child to operate at a 
developmental level beyond their individual capability (Tharp and 
Gallimore, 1997). The distance between what a child can achieve alone, 
and what they can do with appropriate support is the basis of Vygotsky’s 
key concept of the ‘zone of proximal development’ (Vygotsky, 1993). 
The concept of the zone of proximal development is simple enough; the 
limits of someone’s ability can be expanded by the appropriate cognitive 
support. The idea of support to children’s intellectual development was 
further articulated by Bruner who talked of the ‘scaffolding process’, 
whereby an adult, or a more able peer, can provide support to a child’s 
thinking and facilitate the move into their zone of proximal development 
(Bruner, 1960). Central to the scaffolding process is the role of language 
which becomes, as Bruner describes, a means of transforming 
experience, not just of representing it (Bruner, 1960). 
Mercer (1994) suggests that the zone of proximal development should 
not be viewed as an attribute of an individual child, that is their own 
potential level of achievement, but as a reflection of the support offered 
and a measure of the strength of the cultural framework of the learning. 
The intellectual limits of an individual are not fixed, but will vary 
according to the specific task and the nature of the support given 
(Mercer, 1994). Vygotsky believed that the social nature of the school 
environment provided an ideal context for the crucial verbal interactions 
between the child and adult. Teachers can actively support their pupils in 
the development of shared understandings, experiences and conceptual 
vocabulary (Edwards 1990). They will thus provide a bridge between 
familiar skills and new ones, to enable children to arrange and structure 
their problem-solving (Rogoff and Gardner, 1997). 
However, if, as Mercer suggests, if it is only when scaffolding is taking 
place that we can assume a child is working in their zone of proximal 
development, it is important for educators to understand the differences 
between Scaffolding and teacher assistance. As Mercer describes, 
scaffolding is a form of help, but differs in that it enables the child to 
‘accomplish a task’ that they could not have otherwise accomplished. 
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This will bring them closer to being able to accomplish the task on their 
own and therefore extends their zone of proximal development (Mercer, 
1994). However, all teacher assistance cannot necessarily be construed 
as scaffolding, as it may only enable the child to complete a low level 
task. Teachers continually help children to complete all tasks, for 
example, correcting a misspelled word, or a wrong calculation; this is 
everyday assistance and is not facilitating children to operate at a higher 
cognitive level. In the Kenyan context particularly, teacher correction is 
mechanical and rarely accompanied even by verbal explanation. Pupils 
will therefore have little idea of what they have done wrong, or how to 
correct it. In this way they may be thrown into intellectual dissonance, 
where the strategies they have been relying upon are shown to be 
inappropriate, but yet they are given no alternatives to employ. Tharp 
and Gallimore suggest that teacher scaffolding should be based on 
qualitative steps, involving a range of approaches which will help the 
child move through the zone, from not understanding the possibilities of 
the task, to reaching full control (Tharp and Gallimore, 1997). Such 
steps, Moll suggests, would be supported by exploratory talk and other 
social interaction, rather than structured cues, so that the child becomes 
conscious of what they are doing and of the language itself (Moll, 1993). 
Barnes (1990) similarly emphasized the crucial role of language in the 
scaffolding process; teachers will need to adopt a range of discourse 
practices: explaining, exploring, eliciting ideas and asking questions. 
Although Vygotsky himself did not specify the type of assistance 
teachers would give, he described how collaboration, direction and 
assistance through demonstration and leading questions would support 
the scaffolding process (Vygotsky, 1993). In this way teachers will be 
engaging intellectually with the child, to ascertain why they have made a 
mistake; this will be through exploratory talk, questions and other 
discourse strategies. The nature of the task itself is also important, if it to 
be one which extends children’s zone of proximal development; Maybin 
(1992) suggests it should incorporate a specific learning activity with 
finite goals. Consideration of the task and the type of assistance are 
important distinctions to make. 
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Whatever the specific task, all learning should be a meaningful process 
and relate to the child’s own conceptual framework. Here the ideas of 
Ausubel and the social constructivists form another strand in the model 
of learning underpinning this research study. Ausubel (1989) 
acknowledged the value of Piagetian developmental theories, but was 
critical of the interpretation of theories as unguided discovery learning. 
He emphasised learning was not just an addition of new information to 
existing information, but the importance of the teacher ascertaining what 
the child knows and teaching them accordingly (Ausubel, 1989). His 
ideas were developed by social constructivists and are reflected 
particularly in the work of Driver and the development of the Science 
Processes and Concepts Exploration (SPACE) primary science project 
and inservice training (Driver, 1986). Bruner suggested that by finding 
out and building on what children already know, any subject could be 
‘taught effectively in some intellectually honest form to any child at any 
stage of development’ (Bruner, 1960:34). As Wells proposes, within a 
constructivist model of learning, where the value of the experience which 
the child brings to the learning situation is central, teaching should be 
reconceptualised. He suggests that it should be viewed as a behaviour 
which facilitates the active construction of knowledge by the learner 
(Wells, 1989). 
leacher questions and explanations 
For the teacher to realize their central role in the scaffolding process, by 
building on what children know and providing them with opportunities to 
interact with and learn from their environment, they will need to have the 
requisite skills. Wells describes these skills as listening and questioning 
(Wells, 1995). It is through listening that the teacher can grasp the 
child’s thinking, which enables them to either address difficulties or to 
present new challenges. Similarly they will need to provide a learning 
environment which encourages children to articulate their ideas, and here 
one key strategy will be effective questioning. Teacher questions have 
long been emphasised as central to educational practice, and McNamara 
suggests that views as to the nature of those questions have not changed 
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much in the last century (McNamara, 1981). Wood describes how 
teachers ask questions every two minutes, with 44% of all teacher inputs 
ending with a question (Wood, 1992). Accordingly, emphasis is placed 
on teacher questioning in the classroom discourse literature and this is 
reflected in the design of my classroom observation tools and discussed 
in Chapter 3. 
The work of Sinclair and Coulthard, which has been particularly 
influential in relation to classroom interaction, also emphasises the role 
of questions in teacher initiation (Sinclair and Coutlhard, 1975). By 
asking questions, teachers can elicit information from their pupils, and 
help them to probe, revise and consolidate their original ideas. Wood 
also talks of the role of questions in motivating, sustaining and directing 
the thought processes of children (Wood, 1992). Questions can support 
the scaffolding process if they probe children’s thinking, ask for 
explanations of steps taken so far, and encourage the child to reflect on 
their own cognitive action. Such questions would be open, in that the 
child shares their own thinking rather than articulates that of the teacher, 
but effective questions would help add structure to that thinking and 
provide parameters. Edwards (1992) suggests that teachers can invite 
elaboration, asking the child to say more about their initial response, 
usually referred to as ‘probing’. 
In a second language context, such as in Kenya, teacher questions can 
also support children’s language development by encouraging 
participation and giving children confidence to experiment with 
language. Skilful questioning can, as Cohen and Manion suggest, 
perform other important functions; socially it can help to establish 
relationships and bring the class together (1995). Psychologically, 
questions can help develop a healthy emotional and intellectual climate 
and encourage motivation. The role of teacher questions in Kenyan 
classrooms was a central theme in my research and is discussed further in 
relation to the development of the observation schedule in Chapters 3 and 
4. 
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However, teachers have been criticized for asking too many questions, 
although Mercer suggests that such research is basically flawed (Mercer, 
1995). He argues that teachers’ objectives will differ from those of 
parents and this is likely to be reflected in the language they use. The 
issue, he suggests, is not the quantity of questions but their nature; 
although questions may predominate in classroom discourse, they do not 
necessarily probe or challenge pupils’ thinking. The limitation of many 
teacher questions is not that they require children to display knowledge 
which the teachers themselves already possess (Geekie and Raban, 
1993). Rather it is, as Wells describes, that teachers ask questions so that 
class discussions become nothing more than a guessing game, with the 
teacher attempting to get a specific agenda across (Wells, 1995). 
Answers to these questions are ‘already pre-formulated’ in the teacher’s 
mind and act ‘like a beacon’ in steering the discussion (Wells, 1995); in 
this way the questions can actually focus pupils’ attention away from the 
emerging enquiry, towards the cues or clues which the teacher 
themselves are providing. Edwards describes how, if the main concern 
of the teacher is that the pupils guess their thinking, this is likely to affect 
the teacher’s own listening skills. Rather than listen carefully to the 
children’s responses as an indication of their thinking, the teacher’s focus 
will be on listening for evidence that the children are moving towards a 
specific answer (Edwards, 1992). Similarly, this focus affects how the 
questions themselves are structured, so that only one answer is possible; 
this is particularly the case in the Kenyan context. 
Dillon goes as far as to describe teacher questions as a means of 
depressing pupils’ thought; he talks of how a high rate of questioning is 
associated with low rates of voluntary input on the part of the pupil. This 
means that pupils only respond to teacher questions and that the 
questions actually inhibit their participation (Dillon, 1978). As Wells 
suggests, if the teacher wants to impart information they could do so 
more successfully by just giving the children the information, rather than 
delivering it in the form of questions. This approach would allow more 
time for children to respond to the information and to raise questions of 
their own (Wells, 1995). Wood describes how teacher questions do not 
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always actually elicit answers; he talks of how the teachers themselves 
answer around 38% of their own questions (Wood, 1992). However, 
interestingly, this appears to be in contradiction to the Kenyan 
environment, where in my study the 50:50 turn-taking pattern adopted in 
the classrooms mean that all teacher initiations elicit a response. 
Teachers’ emphasis on questions is a likely reflection of their own 
perceptions of the educational process and their own role within it. 
Hargie suggests that the main purpose of teacher questions is to check on 
pupils’ learning, and their ability to recall facts. He refers to studies 
which show that although 36% of teachers’ input are questions, these are 
lower order factual and recall questions (Hargie, 1978). In the 
Leverhulme Primary Project twelve functions of questions were 
identified, under the main categories of cognitivehtellectual; 
emotionaVsocial and managerial (Cohen and Manion, 1995). In the 
development of observation schedules for this study, the categorisation of 
teacher questions has been a key feature of their design; this is discussed 
in more detail in Chapters 3 and 4. 
Edwards (1992) describes the role of questions in creating joint or shared 
knowledge, but suggests that more often this reflects a limited perception 
of joint knowledge, based on facts rather than skills and understanding. 
Even higher order questions, Edwards feels, do not necessarily elicit 
‘cognitively superior’ responses, but only reflect the fact that the child 
has stepped into the teacher’s frame of reference - not necessarily made it 
their own (Edwards, 1992). Another questioning strategy he suggests is 
maintaining silence long enough to encourage a pupil to respond more 
fully (Edwards, 1992). This ‘wait time’ is likely to be particularly crucial 
in a second language environment where a question can place both 
linguistic and cognitive demands upon the pupil. Research cited by 
Wragg and Brown suggested that if the teacher extends the wait time 
from one to three seconds, not only after the question itself, but also after 
the pupil’s response, that the length and number of pupils’ responses 
increased - as did the number of unsolicited, but appropriate responses 
(Wragg and Brown, 1993). However, as Edwards describes, wait time in 
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a whole class environment can seem risky to the teacher, with the fear 
that any break in the pattern of discourse could lead to disruption 
(Edwards, 1992). Such a fear was, however, contradicted by Wragg’s 
study which indicated that wait time increased children’s confidence, 
encouraging them to ask questions and make inferences whilst, contrary 
to teachers’ apprehension, disciplinary problems actually decreased 
(Wragg and Brown, 1993). 
Edwards (1992) talks of alternatives to questions and argues that, open or 
otherwise, they may not be the most effective means of eliciting 
children’s thinking; he suggests that declarative statements will be more 
likely to invite a pupil rejoinder; although the examples he gives appear 
to reflect good practice in questioning strategies rather than an 
alternative. However, in my research I noted that although Kenyan 
teachers used both statements and questions, they actually serve to 
initiate similar types of pupil responses from the pupils. As Mercer 
suggests, in analysing how teachers use language it is not just the form 
which is important - i.e. whether an elicitation is phrased as a question or 
statement - but also its function and content (Mercer, 1995). Related to 
this is the nature of the pupil response elicited and the implications of its 
cognitive and linguistic demands. Similarly, questioning should be a 
discourse strategy practiced by pupils as well as by teachers; through 
formulating questions, pupils can articulate their understanding and 
ideas, which can support the development of their own thinking as well 
as scaffold that of their peers. In my observation in Kenyan classrooms, 
pupils never asked questions. The role of questions in classroom 
discourse is further discussed in Chapters 3 and 4 in relation to the 
development of the research instruments for this study. 
Another key element of classroom discourse is teacher explanations, 
which can help set the learning context, provide a stimulus for discussion 
and summarise the concepts learnt. Wragg and Brown argue that the 
ability to explain something clearly is at the heart of a good teacher’s 
professional repertoire (Wragg and Brown, 1993). They define an 
explanation as a strategy which can contribute to the understanding of 
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concepts, cause and effect, procedures, purposes and objectives, 
relationships and processes (ibid). Wood suggests that explanations do 
not have to consist of purely factual input; they can involve telling an 
anecdote, or sharing an experience, or by acting as the non-expert 
(Wood, 1992). Or, they can draw on children’s own experience and help 
them to relate new knowledge or information to something they already 
know and understand. Brown describes an effective explanation as a 
clearly structured series of linked statements, where central concepts and 
principles are flagged up (Brown, 1978). One issue in the effective use 
of ‘keys’, however, is that the teacher will need to be confident in the 
subject matter. In a context such as Kenya, where - as mentioned in 
Chapter 1 - the academic level of the teachers is low, this is likely to 
inhibit their ability to structure and sequence their explanations 
appropriately, or to flag up the key principles and concepts. 
Another factor in delivering effective explanations is the appropriate use 
of voice and gesture and the use of supportive teaching aids (Wragg and 
Brown, 1993). Short simple sentences and use of prepositional phrases, 
varied speed of delivery and the use of pauses, were found by Brown to 
distinguish a good explanation from a poor one (Brown, 1978). 
However, as Brown discusses, a key indicator of a good explanation must 
also be the degree of understanding it generates in the pupil (Brown, 
1978). Therefore, any study of classroom discourse should involve a 
consideration of the teacher explanations and their likely impact on the 
children’s thinking (Wragg and Brown, 1993). Explanations, like 
questions, should not be the prerogative of the teacher; children too need 
to be given the opportunity to explain their thinking to the teacher and to 
each other. It is the nature of teacher elicitation and the way in which the 
children’s learning is organized which will provide such discourse 
opportunities and this is explored in the following section on classroom 
organization and differentiation. 
CHAPTER 2 
The role of classroom organisation 
Some models of class organisation can actually hinder or prevent 
children from experimenting with language or trying out ideas. Wood 
describes how pupils' response to a question will depend on whether it is 
addressed to the whole class, a small group, or to an individual (Wood, 
1992). Whole class teaching, where the teacher has the central role, is 
seen by Wells to imply a lack of understanding as to the active and 
collaborative nature of learning by reflecting a transmission model of 
education. This model of teaching and learning can constrain the 
children's language and intellectual development, whereby they are not 
able to participate in, or to be challenged by, a range of discourse. 
Similarly, a whole class focus to lessons means that both the cognitive 
and linguistic level is likely to be inappropriate for many of the children; 
in this way it cannot support the individual needs of learners. 
However, whole-class approaches are more likely to children's learning 
if teachers raise questions which probe and scaffold the thinking of 
individual learners. They can also try to organise the class to facilitate 
peer group support and collaborative learning and cater for the needs of 
individual learners, through the support they give and the differentiation 
of tasks. The value of children working collaboratively has been 
acknowledged by educationalists for many years. Although there may 
have been disagreement as to what constitutes collaborative work, or the 
relative weight it should be given, there is a general consensus that 
collaboration can help support children's cognitive, linguistic and social 
skills. Collaborative learning is usually supported by the organisation of 
the classroom to facilitate group work. Research in both America and the 
UK endorses this, citing children's higher achievement when they work 
in groups (Galton and Williamson, 1994). Wells' Bristol study suggests 
that one-to-one or small group can play an active role in developing 
children's language and thinking skills. These approaches help support 
children's innate predisposition 'to make sense of their experience, to 
pose problems for themselves and actively search for and achieve 
solutions' (Wells, 1985). Although Vygotsky did not consider the 
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organization of learning, his emphasis on the role of social interaction in 
developing a child’s linguistic and thinking skills also implies that 
learning should involve collaboration. 
Through group work, teachers can more easily engage in interaction with 
pupils and help them to acquire a procedure, knowledge or a skill that 
will be useful in other situations. The teacher’s role is to provide input 
which is responsive to the needs of the pupil, and to achieve this they 
need to be able to observe and to listen in order to glean some 
understanding of the pupils’ thinking (Wells, 1989). Pupils develop 
ownership of the task when the teacher listens, observes and assists the 
children to move into their zone of proximal development. In this way, 
as Wells argues, collaborative talk not only facilitates the carrying out of 
the learning task, but will also empower the learners (Wells, 1989). 
Group work can not only support intellectual development, but, as Lyle 
(1993) suggests, can also raise children’s self-esteem and motivation and 
increase what Lyle describes as their readiness to learn. Even ‘off task‘ 
talk in groups can contribute to children’s understanding and their 
cognitive and social development (Hass Dyson, 1994). Grouping can 
also be a strategy to support the differentiation of children’s learning; it 
can enable the teacher to give tasks of appropriate level to groups. It can 
also encourage peer support and provide the time and space for the 
teacher to support the needs of individual learners. 
Research also suggests that within a second language environment, group 
work can actively contribute to pupils’ language development, providing 
them with the opportunity to negotiate the language they hear. It can also 
fiee them from the stress and pace of the teacher fronted classroom 
(Rulon and McCreary, 1986). One issue, however, in a second language 
context such as Kenya, is how to create an environment for meaningful 
group discussions in a language which is not the Mother Tongue of either 
the children or the teacher. This places an even greater challenge upon 
the teacher to organize and facilitate effective group work. Their role 
will be to plan appropriate tasks - those that promote problem solving 
and action - which, Wells suggests, generate a higher level meaningful 
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discussion (Wells, 1989). Galton and Williamson agree that more 
abstract tasks provoke the most ‘sophisticated exchanges, although these 
will occur less frequently than exchanges supporting action tasks 
(Galton and Williamson, 1994). It will be the role of the teacher to help 
children to forge links between the concrete and the abstract, and to 
support the scaffolding process; in the Kenyan classroom this will both in 
relation to their cognitive and linguistic development. Lyle emphasises 
the importance of group tasks which stimulate children to ‘pose 
questions, make observations, contribute opinions’, all discourse 
practices which will empower them to see themselves as ‘responsible 
learners’. This process facilitates children to work at the ‘edge of their 
understanding’ (Lyle, 1996). Children working together will generate 
collaborative talk, which will empower them, so that their language 
becomes a ‘set of resources to be drawn upon’ when the child is carrying 
out the activity (Wells, 1995) and has a purpose and function. A child 
will also often relate to another child’s difficulties more than a teacher 
will and can therefore help modify, or alter, confused or misleading 
concepts. Cognitive conflict can stimulate children’s reasoning and help 
them to decentre to assimilate another perspective (Open University, 
1994). 
However, teachers’ interpretation as to what constitutes collaborative 
classroom work may vary (Bennett, 1983). In organizing group work, 
teachers will need to consider the clarity of task, the group composition 
and their own role in planning and supporting the task so that it 
encompasses clear educational purposes (ibid, 1996). Yet some teachers 
place greater emphasis on the organization of the seating, rather than on 
the nature of the task and the discourse it will stimulate. Galton and 
Williamson’s (1994) study suggested that often the opportunities which 
group work presents to scaffold children’s thinking may not be realized. 
They found that teachers’ input to group work tended to be low level, 
focusing on organisational issues and the checking of answers, with 40% 
of teacher-pupil exchanges lasting less than five seconds. Lyle’s work 
(1996) similarly highlighted how tasks set by teachers in Britain did not 
provide enough communicative opportunities. 
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The way in which teachers organise for learning and their own 
educational practice will, as Edwards and Mercer suggest, be based on 
ideological assumptions about the educational process. Some teachers 
may emphasise discovery learning, pupils’ skills and the personal and 
social development of the child, others may stress curriculum coverage, 
knowledge transmission, or classroom control. (Edwards and Mercer, 
1995). In Kenya, the way in which the teaching and learning is organised 
suggests that the emphasis is on knowledge transmission and classroom 
control. Maclure (1994) describes these practices as ‘oracy for cultural 
transformation’ and this is discussed further in the following section. 
The cultural context of classroom talk 
Advocates of oracy for cultural transformation challenge the often 
entrenched discourse structures which they feel render children passive 
recipients of pre-digested knowledge and deny them the opportunity to 
be active learners (Maclure, 1994). Yet, as Fairclough (1989) discusses, 
classrooms are a microcosm of the wider society, and social and cultural 
inequities will be perpetuated through the classroom discourse. 
Teachers, he argues, are representatives of their culture and, as such, 
agents of the society. Both they and the pupils will draw on their 
institutional knowledge to make sense of discourse and enter it, thereby 
ensuring its continued existence. Fairclough suggests that to understand 
classroom discourse it is therefore necessary to look at both the 
immediate context of what has just happened and also the wider context 
of the relationship between teacher and pupil, which will mirror social 
structures (ibid 1989). One key element in classroom discourse is the 
hidden pedagogy which is drawn from teachers’ own experience, the 
expectations of pupils, teachers and the wider community; this places an 
emphasis on establishing and maintaining classroom control 
(Denscombe, 1982). For teachers in the west this control will be 
achieved within the context of a child-focused philosophy, and is 
therefore likely to be, as Fairclough describes, through consent rather 
than coercion (Faircough, 1989). Teachers will use discourse strategies 
such as questions as part of their ‘discursive weaponry’; these serve to 
26 
CHAPTER 2 
ensure pupils’ compliance for their subject position (Edwards and 
Mercer, 1995). Through questioning teachers can control the topics 
discussed, direct their pupils’ thought and action and establish shared 
attention, joint activity and common knowledge (ibid, 1995). 
Underpinning this emphasis on teacher questions is what Edwards and 
Mercer (1995) describe as one of the basic assumptions of classroom talk 
- that the teacher knows all the answers; similarly, the teacher’s repetition 
of a question implies a wong answer has been given. Even where the 
ethos of the teaching and learning is ‘progressive’ with questions viewed 
as vital to stimulate pupils’ thought, they may be presented in such a way 
that the child is guided to achieve the ‘right’ answer. Unwittingly the 
teacher is restricting or controlling the talk, and not providing the 
children with the opportunity to ‘scaffold’ or challenge the ideas of their 
peers (ibid, 1995). Classroom discourse therefore reflects the adherence 
to educational ‘ground rules’ which reflect the external culture and the 
educational and social environment. Edwards and Mercer (1995) explain 
how these rules are reflected in teachers ‘pseudo questions’, their control 
over turn-taking, and the dispensing of approbation to pupils answering 
questions. However, they argue that it is not the existence of ‘ground 
rules’ which is in itself problematic, but the implicitness of these rules. 
Through the implicitness of such rules they suggest that incorrect 
assumptions can be made about what is shared knowledge and 
understanding (Edwards and Mercer, 1995). 
Classroom interaction can become a collusion, reflecting the 
asymmetrical relationship between the teacher and the child (Edwards, 
1990). This collusion can lead to educational failure, where the 
knowledge gained is ‘ritual’ rather than ‘principled’. Procedural 
knowledge is knowing what to do and what to say and, as Edwards and 
Mercer 1995 suggest, it does have its place in learning. However, it 
cannot substitute for principled knowledge which reflects a conceptual 
level of understanding. It is principled learning which will support an in- 
depth understanding of the validity of conclusions in their own right, not 
just pupils answering questions according to the teacher’s requirements. 
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Distinguishing between ritual and principled knowledge requires a 
consideration of the relationship between the conceptual understandings 
possible within the lesson and the practical activities and discourse which 
occurs (Edwards and Mercer, 1995). 
In Kenya, the wider social and cultural ideology defines the asymmetrical 
relationship between teacher and child even more explicitly. Culturally, 
as in other developing countries, it is not appropriate for children to 
speak out to adults, rather it is adults’ role to ‘instruct’ and the teacher is 
the transmitter of knowledge (Fang, 1996). Children in developing 
countries are likely to be compelled to follow instructions, with teachers 
making constant checks to ensure that they are being adhered to 
(Ogadhah and Molteno, 1998). If pupils do not comply, they are 
punished - and physical punishment is still the practice in many 
developing countries. As Rowell points out, although the prevalence of 
didactic practices - reflected in teacher-fronted classrooms, an emphasis 
on rote learning and the threat of punishment - has been noted for many 
years in developing countries, little has changed (Rowell, 1995). The 
ethos of the classroom is such that children will not attempt to share their 
ideas in class or to experiment with the English language. This learning 
climate will, as Maclure describes, not only restrict a child’s ‘personal 
growth’, that is their creative, imaginative, expressive, social and 
intellectual development’, but it can also prove to be a barrier to their 
learning (Maclure, 1994). 
Issues of personal growth cannot usually be separated from issues of 
equal opportunity, whereby all children irrespective of their gender, 
social class, or ethnicity feel free to participate equally in classroom 
discourse. Research in the west has highlighted classroom inequities in 
relation to gender or ethnicity. Teachers may focus on the boys, for 
example, often for reasons of discipline, asking and encouraging them to 
respond to challenging questions (Swann, 1994). In this way boys are 
more actively and intellectually involved in classroom learning, and also 
gain experience and confidence in speaking in public. However, in 
Kenya gender inequality appears to exist more at the macro level, in 
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relation to enrolment figures and drop out rates, particularly in the 
Northern, Muslim areas of the country, where girls’ enrolment is much 
lower. Within the primary classrooms observed in this study, gender 
disparity, in relation to the opportunity to contribute to the classroom 
discourse was not seen to be an issue. In the existing pattern of 
classroom interaction there is limited participation of both girls and boys 
which, as Bunyi noted, teachers ascribe to children’s overall lack of 
confidence in speaking English (Bunyi, 1997). Lack of pupil 
participation is, however, more likely indicative of the type of teaching 
approaches used and the general ethos of the classroom. Ogadhah and 
Molteno (1998) suggested that practices such as rote learning may stem 
from the traditional approaches used for the reading of scriptures and for 
religious education, although in many colonised countries such as Kenya, 
they are also likely to stem from the earlier model of education imposed 
by the colonialists. However, as Ogadhah and Molteno (1998) point out, 
tradition and culture have often been used as weapons against change, 
both internally and externally; they suggest that a determined respect for 
tradition and culture can actually be patronizing. With new knowledge, 
traditional ideas can be effectively challenged, particularly if tradition is 
shown them to be detrimental in some way (ibid, 1998). A central 
consideration in reviewing any educational practice, traditional or 
otherwise, must be its effectiveness for supporting children’s cognitive or 
linguistic development and ultimately in helping to realise the country’s 
own national aims and vision. As discussed in Chapter 1, in Kenya the 
low level of literacy in the English language, poor performance in other 
core curriculum subjects and the high drop-out rate, suggests that the 
educational practice is not contributing to either individual or national 
development. 
leaching and learning in a second language 
envlronment 
As mentioned in the last section, Kenyan teachers often ascribe the 
limited participation of children in classroom discourse to their overall 
lack of confidence in speaking English (Bunyi, 1997). Lambert discusses 
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how language learners may be reluctant to speak out in whole class 
situations when there is a deficit, or ‘subtractive’, model of bilingualism. 
This, he explains, can occur when the child’s home language has a lower 
status than that of the language of education. (Lambert, 1994). 
However, this rationale would appear of less relevance in Kenyan 
classrooms, where pupils and teachers usually share a Mother Tongue. 
The issue in low participation, Brock-Utne (2001) argues, is that learning 
in a third language is a major barrier to children’ learning; this is a 
problem long recognised: 
‘it is has always been felt by African educationalits that 
the African child’s major learning problem Ls Ilnguistic. 
Instruction is given in a language that Is not normally used 
in his Immediate environment, a language whlch neither 
the learner nor the teacher understands and uses well’ 
(Bmck-Utne, 2001) 
A debate on the policy issues relating to the language of instruction in 
contexts such as Kenya is, however, beyond the remit of this study. My 
focus is the influence of learning through English on classroom discourse 
and its implications for children’s learning. Mayor describes the crucial 
distinction between learning a first and second language in being that the 
child is surrounded every day by linguistic input in the first language. 
This exposure supports the simultaneous learning of both the general and 
the specific processes, whereas in second language these two processes 
are separated (Mayor, 1994). However, one advantage for second 
language learners noted by Mayor is that they have an existing linguistic 
system which will support their understanding of the nature and structure 
of language (Mayor, 1994). Whole language advocates argue that there 
is only one language learning process, whether in school or out, and that, 
although second language learning is facilitated by the “advanced 
knowledge” of the first language, the process of learning is no different 
(Goodman and Goodman, 1993). Bruner suggests that even in first 
language development - where humans have an innate propensity to 
language through the Language Acquisition Device (LAD) - becoming 
competent is more than a question of exposure to language. He describes 
the need of a SLID DO^^ system, where the adult negotiates with the child 
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language learner, rather than ‘showers’ them with spoken language 
(Bruner, 1994). 
Exposure to oral language and opportunities to experiment with it will be 
particularly crucial in the second language-learning environment of 
Kenya. However, poverty in Kenya will mean that there are few 
televisions or radios and that the only exposure to English for many 
children will, therefore, be provided by the school, making its role even 
more paramount. To support children’s learning, teachers will need 
some understanding of the similarities and differences between learning a 
first and second language and how to promote second language 
development. Teachers can provide opportunities for children to 
experiment with language through classroom interaction and help to 
facilitate links between the child’s conceptual understanding and their 
second language development (Mauro and Pontefract, 1995). Similarly 
opportunities for egocentric speech, which supports the development of 
cognitive understanding and leads to inner speech (Vygotsky, 1962) is 
also likely to also support the development of a second language. 
Children learning through a second language will also need to gain 
competency within the different functions of language. Halliday 
describes seven such functions: the instrumental for making requests, the 
regulatory, the interactional, the personal to express individuality, the 
heuristic to ask how and why questions and the representational, which is 
a means of communicating or expressing ideas or propositions (Halliday, 
1973). Bernstein’s belief that educational failure is often language 
failure, in that the child has a restricted code of language (Bemstein, 
1973), is particularly pertinent in the Kenyan environment, where the 
task of developing these models of language in English will fall even 
more to the teacher. This will be through their own speech and the 
questions they ask, as well as through the design and the demands of the 
tasks they set. 
Another issue in supporting second language learners is for teachers to 
understand that the ‘interlanguage’, that is the errors which the children 
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make as they try to make sense of the new language, is an important 
stage of their learning (Mayor, 1994). Similarly, the use of Mother 
tongue, by both the teacher and pupils, can contribute to children’s 
conceptual and linguistic competency and help them to gain confidence. 
Brock-Utne describes how the earlier tenets of language learning, which 
stated that English is best taught monolingually, have long been 
challenged (Brock-Utne, 2001: 38). She also talks about how it is now 
widely accepted that children should be fluent in their Mother tongue 
before learning a second language (ibid, 2001); this is reflected in the 
Kenyan education policy which states that children in Standards 1-3 
should learn in their Mother Tongue. However, as discussed earlier, this 
policy is often not adhered to. Similarly, in my observation there was 
little evidence of the teachers using Mother Tongue, or code-switching, 
to support children’s understanding and conceptual development. 
As Mayor (1994) discusses, in learning through a second language 
children will need to be able to experiment with language and take risks, 
on the ‘principle that fluency is more likely to lead to accuracy and not 
vice versa’ . If they are to operate successfully in the second language 
environment of Kenyan classrooms, pupils must be given opportunities 
and the confidence to actually experiment with oral English. Yet, even in 
countries where children are operating within a first language 
environment, research suggests that opportunities for pupil talk are 
limited. Wells’ study showed that two-thirds of classroom speech in 
Britain is produced by the teacher (Wells, 1995). As Wells describes, it 
is not just an issue of increasing the volume of pupil talk, but also its 
quality. In supporting learning through a second language, equal 
emphasis will need to be placed on both the content of what is 
communicated and on the development of the necessary thinking 
processes’ (Wells, 1989). 
It is here that the main tension lies, between the didactic nature of the 
teachers’ discourse, with its lack of opportunities for children to work in 
groups and experiment with English, and the ideas of language 
development expressed by Maclure, and others. One reason why, despite 
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educational rhetoric, teachers continue to operate within a culturally 
traditional model of educational practice, is that teacher education fails to 
effectively challenge current practices. Tharp and Gallimore suggest 
teachers in the ‘west’ do not conduct what they describe as instructional 
conversations, or extend the children’s zone of proximal development, 
because they don’t know how (Tharp and Gallimore, 1997). Teachers in 
Kenyan schools are, however, faced with the additional challenge of 
supporting children’s learning within a second language environment; 
this places even more importance on teacher education. 
Teacher education in Kenya 
Students commencing their studies in Teacher Training Colleges will be 
likely to have their own, often entrenched, ideas as to the nature of 
teaching and learning, reflecting the influence of cultural and social 
ideology. It is these implicit beliefs about how children learn and the 
role of teachers which, as Edwards and Mercer suggest, have a strong 
influence on classroom discourse (Edwards and Mercer, 1995). 
Hollingworth describes how in teaching college the perspectives of 
trainees will ‘serve as culturally based filters’, to help them make sense 
of their role as teachers and of the teaching and learning environment. 
He suggests that initial teacher education should try to address and 
challenge the student teachers’ existing ideas in order to prevent the 
didactic practices being perpetuated (Hollingworth, 1989). However, as 
Fang discusses, there is a lack of emphasis in research given to teachers’ 
beliefs, particularly in developing countries. She suggests that better 
understanding of these beliefs could help to improve the quality of 
education (Fang, 1996). 
In my experience of working in Kenya I found that the teacher educators 
express disappointment that the newly trained teachers cast away the 
college theories as soon as they enter schools. Yet, there are several 
issues here, one, as Perraton (2000) describes, is the psychological 
distance between colleges and the schools. College trainers are likely to 
have only limited experience of primary teaching and their advocacy of 
33 
CHAPTER2 
child-centred approaches are most likely to be a ‘mass of platitudes‘ 
(Jones, 1997). Another issue is the low academic entry point of teacher 
training colleges, as highlighted in Chapter 1, which means that their 
focus is more a continuation of students’ academic development than a 
professional training (Sankale, 2000). My own experience suggests that 
this is reflected not just in the curriculum of the college, but in the day- 
to-day practices, where college students wear uniform, sleep in 
dormitories and bells are rung to mark the end of lessons. Teaching in 
college appears to follow the same pattern as that observed in schools, 
with teacher-fronted lessons giving little opportunity for discussion or 
sharing of ideas. When teaching practice does take place in the second 
year of college, lack of funds means that college tutors are often unable 
to provide face-to-face support to the students. It has been suggested that 
it is not so much what teacher training colleges do, but what they fail to 
do - they fail to counteract beliefs about authoritarianism. 
Even if within this context, college did manage to challenge teachers’ 
existing ideas and motivate them to try out more progressive practices, 
once in school the newly-trained teachers will want to fit into ‘the 
dominant ethos of the school’. With the cultural hierarchy which exists 
in developing countries the status of new teachers will, however, be low 
and it is therefore unlikely that they will be in a position to act as ‘agents 
of change’ (Perraton, 2000). With the constraints faced by teacher 
training colleges and the existing attitudes in schools, the onus falls on 
inservice training to provide a means of challenging entrenched ideas 
about teaching and learning. Lifelong learning and the importance of 
professional development for teachers has long been acknowledged; it 
was emphasised by UNESCO in the 1970s as the way forward for 
developing countries trying to achieve Universal Primary Education 
(UPE) (Crossley et al, 1985: 122). However, as discussed in Chapter 1, 
in contexts such as Kenya the majority of teachers have little opportunity 
to participate in inservice (NPBS, 1998). Ministry initiated inservice is 
likely to focus on addressing issues such as poor exam performance and 
changes to the curriculum, rather than challenge teaching and learning 
Dractices (Greenland. 1983). Inservice has also lone been criticised for 
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its didactic, overcrowded presentation (Dove, 1986:238). Too often 
course tutors will adopt a ‘how to be a good teacher’ approach and do not 
invite teachers to participate and to think through issues (Greenland, 
1983:94). Another constraint placed on inservice is that it may take place 
out of school hours and involve teachers travelling to resource centres 
with no compensation for expenses incurred (Greenland, 1983). 
Increasingly the responsibility for professional development through 
inservice, has lain with donors or Non-Governmental Organisations 
(NGOs). These courses are more likely to address professional issues 
and to advocate child-centred practices. However, although funding 
might not be a constraint, the impact of these inservice courses will 
depend upon other factors. Course designers are likely to be faced with 
the tension between the successful implementation of the donor funded 
project, in terms of it reaching the targeted numbers within a specific 
time frame, and its sustainability. Existing educational systems are often 
viewed by the inservice providers as inadequate or too bureaucratic, and 
as a result may be by-passed in the programme design and 
implementation; this can greatly weaken the impact and sustainability of 
the inservice. Good course design can similarly be negated by adopting a 
‘cascade’ approach to the training; in this way the training is cascaded 
through various cadres to the target group - the teacher. As Hawes 
described, the problem with the cascade system can be that those at the 
bottom don’t get wet (Hawes, 1990). A study carried out by Andrews 
and Housego (1990) concluded that more effective inservice methods 
combine central and local support. This is through central initiatives, the 
use of local teachers’ centres and school-based approaches - including the 
observation of other teachers and exchange visits. 
Limitations in the design and delivery of inservice programmes are also 
compounded by the failure to sufficiently acknowledge the reality of 
Kenyan classrooms, with their lack of resources and large number of 
pupils. Rowell (1995) criticises ‘exhortations to change’ to both teachers 
and educational systems for failing to take into account these social and 
economic factors. Guthrie (1990) suggests that it would be more 
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appropriate if inservice in developing countries sought to improve formal 
teaching, rather than what he describes as placing a double burden on 
teachers by requiring fundamental changes to their teaching. However, 
teaching does not have to be viewed as a polarisation between child- 
centred and traditional methods, and inservice training should enable 
teachers to interpret more ‘progressive’ methods within their own local 
context. In Chapter 7, I discuss the implications of my research findings 
for the design and implementation of inservice training. 
Summary 
In this Chapter, I have described how the focus of my EdD research 
study was the discourse which takes place in the primary classrooms of a 
developing country, Kenya, and its role in supporting children’s learning. 
I discussed my theoretical framework, which was drawn from the ideas 
of Piaget, Vygotsky, Bruner, Ausubel, Edwards and Mercer, and 
Maclure, where learning is construed as an active and meaningful 
process in which language plays a central role. I talked also about the 
key role of the adult, specifically the teacher, in supporting children’s 
conceptual and linguistic development; this will be through the raising of 
higher order questions to challenge and probe the child, and ultimately 
scaffold their thinking. Teacher explanations are also seen as a means of 
supporting children’s learning, if they present key concepts clearly and 
sequenced and opportunities are given for children to raise questions. 
In my theoretical framework I suggested that children need opportunities 
to interact with their teacher and their peers, so that they can try to 
articulate their actions and thoughts (Wells, 1985). Similarly, teachers 
with some understanding of the similarities and differences between first 
and second language acquisition will be better equipped to ensure that 
there are opportunities for children to experiment with both language and 
conceptual thinking. The environment in which this learning will take 
place will be one where the pupils feel confident to make mistakes in 
language, and to ask questions; it will be built within a classroom ethos 
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of ‘trust, mutual respect and a commitment to learn from each other’ 
(Coles, 1995). 
In the following chapter, I go on to describe the second strand in my 
theore-tical framework; this relates to the development of the research 
instruments. 
In this Chapter I describe the second strand of my literature review and 
its influence on the research methodology for this study. I discuss the 
contribution of the literature review to the design of the three research 
instruments and their development in Stage 1 of this study. Central to the 
research was the classroom observation; producing a meaningful analysis 
framework was the most demanding and time consuming aspect of this 
study. This is discussed in detail in relation to Stage 1 in this Chapter, 
and in Stage 2 in Chapter 4. 
My central research question explores the role of oral discourse practices 
in Kenyan primary schools in supporting children’s learning. Subsidiary 
research questions relate to the current structure and pattern of classroom 
discourse, and a consideration of teachers’ perspectives on talk in 
learning and the implications for inservice training. As discussed in 
Chapter 1, in order to address these questions I needed first to construct a 
theoretical framework for my research through a review of the literature. 
Most of the literature on discourse strategies and their analysis through 
the development of research tools was from a first world context. With 
the distinctive features of discourse in Kenyan classrooms, the challenge 
I faced was to design an observation framework which would provide 
meaningful data and facilitate an exploration of these discourse practices 
within the context of the theoretical framework. 
Firstly, I needed to determine whether my research approach should 
encapsulate qualitative or quantitative features, or be a combination of 
both. As I wanted to explore the nature of educational phenomena rather 
than test a hypothesis, a qualitative approach to the observation was 
deemed the most appropriate (OU 1996). Qualitative research is 
described by Denzin as a ‘frame of mind’, or an orientation and a 
commitment to studying the social world in certain ways (Denzin, 1995). 
However, its critics suggest that its scale and in-depth focus on a few 
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situations means that it lacks ‘generalisability’. However, this criticism 
can be challenged by the premise that generalisability depends on more 
than the sample size; even single case studies can provide a depth of 
understanding which can contribute towards generalisability (OU 1998). 
Guba and Lincoln suggest that the term ‘fittingness’ may be more 
appropriate than generalisability, where the findings of small scale 
research are explored in relation to how they fit in relation to a broader 
context (Guba and Lincoln, 1993). Fittingness seemed an appropriate 
ideal for this study where the nature of the Kenyan educational system, 
its national curriculum and whole class approach, suggests that even a 
small classroom observation sample and interview could highlight issues 
of a broader significance. However, to complement the smaller 
qualitative observation sample I decided to adopt a more quantitative 
approach in exploring teachers’ perceptions as to their discourse 
practices. Through a questionnaire I could review the ideas of a much 
larger sample of teachers, and carry out a statistical analysis of their 
responses. 
Dunkerton suggests that adopting a triangulated research approach will 
present different perspectives and these will help to avoid ‘premature 
closure’ of the research (Dunkerton, 1981). Galton and Delamont 
describe three types of triangulation in research methodology: the 
‘between method’ where the same area is explored through different 
methodology, the ‘investigator approach’ when a number of researchers 
undertake the same research, and the ‘within method’ which involves a 
triangulation of the data generated by one research instrument (Galton 
and Delamont, 1985). In this EdD study I adopted from the onset a 
‘between method’ research triangulation, based on the three instruments 
developed - the classroom observation schedule, the questionnaire and 
the interview framework. However, as Galton and Delamont point out, 
the gathering of more than one type of data does not necessarily help to 
‘reconcile competing paradigms’ (ibid, 1985). It also can place greater 
demands on the researcher; through the designing of different 
instruments to support a triangulation of data, the logistical organisation 
of diverse research activities and the process of analysis, which involves 
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cross-referencing of the data. Another key issue in adopting a 
triangulated approach is the relative weight to assign to the different data, 
that is if all data should be treated equally, or one source given greater 
weight than another. For example, either the qualitative data can be 
considered more central to the study, with the quantitative data used to 
reinforce it, or alternatively the qualitative data may be used to help flesh 
out or humanise the quantitative data (Galton and Delamont, 1985). In 
this study the research questions focus on the classroom discourse 
practices and therefore the data generated by the observation framework 
was considered most central, with the questionnaire and interview 
helping to provide a contrast between teachers’ practice and their 
perceptions. In reality, however, each of the three sets of data gained 
dominance as they were analysed and it was only after their individual 
analysis that the relationship between the three could be more clearly 
defined. 
In designing an observation schedule for this study 1 was faced, as 
discussed earlier, with the tension between having mainly first world 
literature on classroom discourse to refer to, yet needing to identify 
meaningful categories of analysis for the Kenyan context. Another issue 
was the type of observation framework to adopt, from the most 
systematic to that of participatory ethnography. Ultimately, however, it 
is the overall focus or goal of the research which will determine the 
research method adopted. Mercer suggests that a more qualitative focus 
on classroom discourse is likely to provide richer detail of what is said 
and the context in which the discourse takes place (Mercer, 2000). 
Alternatively a quantitative approach will generate data, usually in 
relation to the occurrence of certain pre-determined types of classroom 
discourse (Delamont and Hamilton, 1975). 
However, the relationship between the two approaches is not necessarily 
the dichotomy that is sometimes implied, but can be a result of restrictive 
definitions of either terms (OU, 1998). As Hargreaves suggests, the three 
‘great traditions’ of studying classrooms, that is systematic observation, 
ethnographic and socio-linguistic research could be ‘cross fertilised’ with 
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each other (Delamont and Hamilton, 1975). In determining how to study 
discourse in Kenyan primary classrooms, 1 needed to review the strengths 
and weaknesses of the different methodologies and the assumptions they 
made about the nature of talk (ibid). As Hamilton and Delamont suggest, 
whatever approach is used, the researcher needs to be ‘scrupulous in 
discovering the limits of  the technique’ (Delamont and Hamilton, 1975). 
In order to address my main research question on the role of talk in 
children’s learning in the Kenyan context, I wanted to explore the 
structure and function of the talk, as well as its nature and content. My 
observation framework therefore had to generate the richness of data 
which a more ethnographic approach would provide, but also support a 
consideration of the overall pattern and structure of the discourse through 
more quantitative data. My starting point in the design of the schedule 
was a review of the work of key contributors to the field of classroom 
observation, such as Flanders (1967), the ORACLE Project (1985), 
Sinclair and Coulthard (1975), Barnes (1990), Edwards and Mercer 
(1995) and, more recently, Hardman’s work (1999) within the Kenyan 
context. An understanding of the earlier work, such as Flanders and the 
ORACLE project, was central in providing a critical foundation from 
which to consider more recent developments in the field of classroom 
observation. As Mercer argues, even those views with which you 
disagree can play a very important role in shaping your own thinking 
(Walford, 1991). This review and its contribution to my own research 
study is therefore discussed in this section. 
The emphasis placed on Flanders’ Interaction Analysis Schedule (FIAC) 
in the 1970s and 1980s reflected the overall dominance of the systematic 
approach to classroom observation (Delamont and Hamilton, 1975). The 
FIAC was not only the focus for much specific criticism, but its wider 
impact initiated a more general discussion on the merits and demerits of 
‘coded’ classroom observation. Its classification system was based on 
Flanders’ belief that children learn best when their intellectual freedom is 
maximised this occurs through ‘indirect’ teaching - the asking of 
questions, acceptance of pupils’ feelings and ideas praise and 
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encouragement. Alternatively, Flanders considered ‘direct’ teaching, 
when the teacher directs or criticises (Amidon and Flanders, 1967), 
restrictive to children’s development. This distinction between the two 
teaching types has been criticised for its conceptualisation of classrooms 
and its limited view of talk, where its role in the negotiation of meaning 
is not considered (Adelman and Walker, 1975). However, all schedules 
with pre-determined codes will ultimately reflect the originator’s ideas of 
what constitutes good and bad classroom practice. Sinclair and 
Coulthard (1975) criticised Flanders’ codes for their inconsistency which, 
as they point out, relate to both specific linguistic data such as teacher 
questions, and to the more abstract concepts such as accepting feelings. 
Another weakness of FIAC, which also has implications for other pre- 
coded schedules, is the logistical difficulties its use presents. Flanders 
acknowledged these difficulties and sought to address them through 
establishing ‘ground rules’ for the observer to follow (Amidon and 
Flanders, 1967). He also advised that the observer be ‘biased’ in 
ensuring that their categorisation of behaviour is generally consistent 
with their interpretation of the teacher’s intent, but unbiased in remaining 
open to evidence suggesting that this intent may be changing (ibid, 
1967). However, adherence to Flanders’ often complex set of ground 
rules is likely to provide its own challenges. It has been suggested that 
application of the earlier FIAC is not appropriate for capturing some 
models of classroom interaction, such as one person lecturing, silent 
individual work, or even pupil group work (Stubbs and Delamont, 1976). 
However, a limited focus may not necessarily be a weakness; in this 
study the strength of the schedule developed is that it captures what is a 
distinct mode of classroom interaction. 
From my review of FIAC, which proved a useful starting point in 
consideration of the development of an observation schedule, I looked at 
a more recent example of systematic observation - the schedules devised 
for the ORACLE project. Here the originators developed two pre- 
specified coding systems to capture teacher and pupil behaviour at 25- 
second intervals - the Teacher Record and the Pupil Record (Hitchcock 
and Hughes, 1995). The complexity of the classification system meant 
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that observers required very thorough training (Hitchcock and Hughes, 
1995), yet the ambiguity of what was to be measured was still criticised, 
particularly in relation to teacher questions. Rhetorical or ‘psuedo’ 
questions had to be classified as statements, and commands were to be 
classified either as a question or statement, depending on the whether 
they elicited a pupil response (Scarth and Hammersley, 1993). 
Categorisation of a teacher question therefore depended on a number of 
factors - the question itself, the type of response it elicited from a pupil, 
and the teacher’s feedback to the pupil’s response (ibid). 
Again, as with the FIAC, the schedules developed within the ORACLE 
project highlight more general issues of pre-determined coding. 
Delamont and Hamilton discuss how with preconceived categories there 
is no inbuilt allowance for the development of new categories; the data 
has to be collected in accordance with the existing codes. These codes 
may have ill-defined boundaries, focusing only on small bits of action 
with important aspects being overlooked (Delamont and Hamilton, 
1975). In this way coded schedules can be criticised for showing ‘little 
social scientific sophistication and greatly underestimating the 
complexity and fluidity of classroom relationships’. The implication of 
the observation codes is that meanings are unambiguous and independent 
of their context, so that the analysis is a ‘fait accompli’, and the rationale 
behind the codes can be forgotten (Wegerif and Mercer, 1997). 
However, as discussed in Chapter 2, educational discourse is not context- 
free and will reflect the educational ideology and the subject positions of 
both teacher and pupils, as well as the wider social, cultural and 
economic environment (Fairclough, 1989). Differences between the 
‘temporal or spatial’ context in which data is collected will affect the 
teaching approaches used (Delamont and Hamilton, 1975). As Mercer 
describes, this context will extend beyond the immediate physical 
environment to the assumptions made about teaching and learning, their 
influence and the resultant ‘educational ground rules’ (Mercer and 
Walford, 1991). He argues that if this context is lost through reliance on 
pre-specified coded schedules, then the discourse which took place is not 
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accessible to any other analysis. In this way the analysis has to depend 
on the adequacy of the initial category scheme and also on the skills of 
the researchers in applying it (Mercer and Walford, 1991). In this study I 
wanted to avoid losing the context of my observation by adopting a more 
flexible research approach. 
The work of the linguists Sinclair and Coulthard and their focus on the 
teacher-pupil pattern of interaction in teacher-led lessons has also greatly 
influenced this EdD study. Their emphasis was on the structural 
organisation of classroom talk, rather than the actual content of what is 
said and done (Mercer, 1991). In their analysis, teacher-dominated 
lessons are exemplified by the adoption of specific discourse roles by 
both the teacher and pupil; roles which are then reflected in the 
hierarchical exchanges of the Lesson, Transaction, Exchange, Move and 
Act (Mercer, 2000). Within this hierarchy Sinclair and Coulthard 
describe a pattern of teacher and pupil interaction: teacher initiation, 
pupil response and teacher evaluatiodfeedback (IRFE). Teacher 
initiation of pupil response can be through a question, an instruction or a 
statement; following the pupil’s response, the teacher evaluates or gives 
feedback to the pupil/class and then initiates another pupil response. 
Edwards and Mercer discuss the wide adoption of this pattern of 
interaction in the analysis of classroom discourse, although they suggest 
that this was due to a lack of alternatives rather than its innate strengths 
(Edwards and Mercer, 1995). As whole class interaction was the only 
pattern observed in the Kenyan classrooms in this study, the work of 
Sinclair and Coulthard provided a framework within which to develop 
more specific discourse categories; its application is discussed in more 
detail in the critique of the work of Hardman. 
From this initial exploration of systematic approaches to classroom 
observation, I went on to consider the work of Barnes, which - as 
Edwards and Furlong describe - achieves more of a balance between an 
ethnographic and systematic approach, by incorporating ‘intuitive’ 
understanding (Edwards and Furlong, 1977). Barnes was less concerned 
with the organisational structure of language and more interested in its 
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content, function and the development of shared understanding (Mercer, 
2000). His intention was to move away from focusing only on the 
structure of language and to record the whole language environment 
which children experienced in classrooms (Barnes, 1990). From the 
onset Barnes’ theoretical framework was made explicit, with his analysis 
including lengthy transcripts which enabled him to discuss the interaction 
from his own perspective (Edwards and Furlong, 1977). Within his 
framework Barnes acknowledged teacher questions as a key element in 
the teaching and learning process, but his interest lay in considering how 
they may constrain pupils’ thinking and participation (Sinclair and 
Coulthard, 1975). In describing teacher questions, Barnes assigned them 
to four main categories: factual, reasoning, open and social. Factual 
questions were defined as those that required the naming of something or 
the elicitation of information from the pupils, whilst reasoning questions 
described those which encouraged children ‘to think aloud’ by asking 
them to explain the ‘how’ or ‘why’ of observed phenomena; these could 
be either open or closed. Barnes’ third category was ‘open’ questions, 
those that did not necessarily require reasoning, but did ask the children 
to share their thoughts, ideas or experience. His fourth category was 
‘social’ questions, those which the teacher employed to exercise control 
over their pupils (Barnes, 1990). 
Barnes’ categorisation of questions was further developed by the 
Leverhulme Primary Project which introduced a new element to their 
classification, that of ‘dimension’. Questions were defined as being 
either in the ‘narrow/ convergent dimension’, that is closed, or 
alternatively in the ‘broaddivergent dimension, i.e. open questions 
(Wragg and Brown, 1993). These two main categories of ‘divergent’ and 
‘convergent’ were further broken down into ‘recall’ and ‘thought’ (ibid, 
1993). The emphasis placed by Barnes and the Leverhulme project on 
teacher questions was of particular value to my own study; questions 
were identified within my theoretical framework as central in the 
development of children’s cognitive, linguistic and social skills. Of 
significance also, was Barnes’ consideration of pupil responses and their 
implication for understanding and thinking. His focus was on the extent 
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of pupils’ participation in a lesson, and whether it included the initiation 
of speech, or the expression of personal responses (Barnes, 1990). In this 
study I wanted to explore the relationship between pupil response and 
teacher initiation and the categories which I developed therefore had to 
facilitate this. 
A consideration of the work of Hardman was also of particular 
significance in this study. His observation schedule, shown in Figure 1 
below, drew on Barnes’ framework for whole class interaction and the 
focus of his recent research was classroom discourse in Kenyan primary 
schools. Hardman’s schedule is based upon Sinclair and Coulthard’s 
three interactional ‘moves’, of teacher initiation, pupil response and 
teacher evaluation (Hardman, 1999). Within the teacher initiation section 
he considers teacher questions and breaks these down into the two sub- 
categories of ‘open’ and ‘closed’. Gender of the respondent is included, 
as is the nature of the response - that is, whether the response is ‘choral’. 
In his second section, ‘Student Response’, Hardman includes pupil 
question, student ‘demonstrating’ an answer, and three categories which 
refer to the teacher’s reaction to the pupil’s response. As discussed in 
relation to the ORACLE project, an emphasis on teacher response, rather 
than the nature of the pupil’s response, can pose difficulties for the 
observer who has to make a decision as to the way in which the teacher 
had judged the response - that is satisfactory, partially correct or 
incorrect. Also, as Wragg argues, questions are only as good as the 
answers they stimulate (1994). In my study of classroom interaction and 
its implications for children’s learning, the nature of pupil responses was 
a crucial indicator. 
Teacher attitude was addressed further in the third section of Hardman’s 
schedule - Teacher Feedback Reaction (Appendix 1). In this section, five 
of the eleven sub-categories reflect a continuum of positive to negative 
reaction: praise - affirm - no reaction - negate - criticise. Hardman’s 
emphasis supports the ideology of praise as a key factor in pupil 
motivation and school effectiveness (Hardman, 1999). Whether praise 
has this significance in the Kenyan context is uncertain although 
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interviewed teachers did talk of its value. In the classrooms observed in 
this study, praise often appeared to be what Flanders describes as a verbal 
habit (Amidon and Flanders, 1967), rather than genuine comment on a 
child’s performance. Practices such as children clapping or singing a 
song to celebrate a correct answer can be so overused that their 
motivational value is questionable. Although a consideration of praise 
was of interest within this study, I decided to place less emphasis on it 
than Hardman within my observation framework, but to address the issue 
in both the interview and questionnaire. 
Other codes within Hardman’s Teacher Feedback section related to the 
teacher feedback to a pupil’s answer, these included ‘giving the correct 
answer’, ‘asking another pupil’, ‘another pupil calling out the answer’, 
‘repeating’, or ‘rephrasing’ the question, ‘giving a statement of facts’ and 
providing an ‘open ended statement’ (Appendix 1). These feedback 
strategies are reflected in the design of my own observation framework 
and the questionnaire and are discussed more fully later. In summary, 
Hardman’s schedule contributed to the development of both my own 
observation framework, although there were some differences in our 
overall approach due to the varying purposes of our research. 
In this study I aimed to combine both a systematic and more qualitative 
approach, through a triangulation of research instruments. My intention 
was to ultimately devise and apply an observation schedule, but I felt that 
unstructured observation in Stage 1 would a starting point for theory 
(Stenhouse, 1995). It also helped, ‘to identify and clarify relationships, to 
pinpoint critical processes of the classroom interaction and common 
phenomena’ (Delamont and Hamilton, 1975%). The observation which 
I carried out in Stage 1 of this study is described in the following section. 
Classroom observation in Stage 1 
In Stage 1 all observed lessons were audio taped and an immediate 
review of the full lesson transcripts contributed to the development of my 
initial observation framework (Appendix 2). It was important that I 
designed a schedule to capture the nature of the teacher-pupil interaction 
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own experience 
Gives explanation or fact (E) 
Teacher continuation (TC) 
within the observed IRF pattern of classroom interaction. As discussed 
in Chapter 1, my experience of African educational systems had shown 
me that a teacher-fronted whole class approach was the dominant 
practice, with the teacher initiating and evaluating pupil response. There 
was no variation from this structure in any of the twenty-five lessons I 
observed, both in the pilot and in this EdD study. However, in order to 
avoid the criticism that the design of my schedule foreclosed research 
findings, each lesson was audio taped and then fully transcribed. Tapes 
were also accompanied by field notes and I could therefore, be 
responsive to any change from the normal pattern of classroom 
interaction. 
Examples of solid are ... 
Continuation of same question, by indicating another child, or 
saying 'some one else' 
During Stage 1 of my research, and alongside the classroom observation, 
I developed codes to describe the nature of the observed 'moves' within 
the IRF structure. I applied this framework to a limited extent in my 
analysis of Stage 1 lesson transcripts, but it served mainly as a research 
instrument for this EdD study. Its overall structure was drawn from 
Sinclair and Coulthard's three categories of Teacher Initiation, Pupil 
Response and Teacher Feedback. The first section, Teacher Initiation, 
shown in Figure 3.1, included Instruction: although this may not be a 
significant aspect of classroom discourse, I thought that its frequency of 
occurrence, in relation to other types of Teacher Initiation, could be of 
interest. 
Figure 3.1 Stage 1 Study: Classroom Obrewatlon Framework - Teacher M a t i o n  
Teacher gives an instruction (I) I Turn to page 60 in your book 
Makes reference to children's I What kind of square shapes do you see around you? 
The next sub-category 'Brings in the child's experience', reflected 
constructivist ideas, explored in the literature review, as to the 
importance of acknowledging children's experience and building on what 
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they already know. Teacher Explanation was the third category in this 
section, followed by ‘Teacher Continuation’, which describes the verbal 
or non-verbal continuation of an original teacher question; the extract 
below - taken from an observed lesson in Stage 2 - shows an example of 
this practice: 
T the sun mention any other example of a 
solid 
P table 
T table 
P doors 
T doors 
P biscuits 
T 
P wood 
T wood what else? 
(Properties of Matter, L198/206) 
biscuits are solid what else? 
I then considered teacher questions and here I drew on the work of 
Barnes and the Leverhulme project to classify the nature of the questions 
asked as shown in Figure 3.2. 
Figure 3.2 Stage 1 Study: Classroom Observation Framework - Question classification 
openlrecall 
openlthought 
I Can you name any mammal? 
1 How do you think rivers can help or hinder humans? 
closedkecall 
closedlthought 
1 What is the capital of Uganda? 
I What do you need to help seeds grow? 
However, although this classification seemed the most appropriate for 
capturing the cognitive and linguistic demands of teacher questions, to 
assign a question to one specific category is not always straightforward. 
Questions may, as Wragg suggests, give the appearance of being open, 
but are in fact aimed at seeking a very specific answer (Wragg and 
Williamson, 1994). 
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I/ 3 words 
Full answer 
Extended answer 
Pupil question 
The second section of my observation framework considered 'Pupil 
Response' (see Figure 3.3), and here I wanted to capture whether the 
elicited response was whole class, that is 'Choral', or from an individual 
pupil (P). Research in developing countries highlights the emphasis on 
rote learning through choral responses. As discussed in Chapter 2, 
Ogadhah and Molten0 suggest that choral responses may have cultural 
origins, stemming from the traditional approaches to scripture reading 
(1998). I felt it was important to generate data on choral responses in this 
study, as it seemed unlikely that a unison response would be indicative of 
a high level of cognitive, or linguistic development. Another 
consideration was the level of participation in a choral response, which 
my field notes would provide information on. 
Child gives two/three words answer, e.g., 'For food. ' 
Rivers can help us in our lives as they provide food ... 
Chiid's answer, reflects their engagement with the question, e.g.. ' I 
think that rivers can help us because they give water so that crops can 
grow, but they also can flood and cause damage' 
Child asks a question, e& ' Is it true that rivers can bring disease ...' or 
'Which is the largest river in the world..' 
Figure 3.3 Stage 1 Study: Classroom Observation Framework - Student response 
I Choral I Children in the class resDond in unison I 
I considered whether to try to capture the gender of the pupil respondent, 
but logistically this was not possible; from my seat at the back of the 
classroom, it was difficult to ascertain the gender of a respondent - all 
school pupils wear their hair short. It was equally difficult to distinguish 
the gender of the pupil from listening to the audio-tape. In addition to 
this, as discussed earlier, although gender is undoubtedly an issue in 
enrolment, any gender disparity in classroom discourse is less evident. 
My focus in the 'Pupil Response' section was therefore the nature of the 
response, and in Stage 1 this was in relation to its word length. The 
rationale for this classification was that one or two word responses 
implied limited opportunity for pupils to experiment with ideas or 
language. Two of the sub-categories within the 'Pupil Response' section, 
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however, related more specifically to the nature of the response: ‘Full 
answer’, to reflect when a child replies in a complete sentence, making 
an explicit link between the question and their response and ‘Extended 
Answer’, to capture a pupil’s full engagement with the question. I felt 
that by classifying the pupil responses according to their length, useful 
quantitative data would be generated. However, I recognised the 
limitations of focusing only on the length of pupil responses and intended 
to combine this with a more, at this stage undetermined, qualitative 
consideration of the cognitive and linguistic implications of pupil 
responses. My final category within the ‘Pupil Response’ section was 
‘Pupil Questions’. 
The third section of the observation framework, ‘Teacher Feedback’, as 
discussed earlier, particularly reflected the work of Hardman. Less 
emphasis, however, was placed on ‘Praise’, and it was assigned only one 
category - Attitude. Hardman’s detailed coding of teacher reaction to a 
pupil response was reflected in a system of descriptors as shown in 
Figure 3.4 below. 
Figure 3.4 Stage 1 Study: Classroom Observation Framework - Teacher Feedback 
I positive ++, to quite positve +, netural ), negative - , very negative -. 
I The teacher gives the correct answer to the auestion themselves Gives answer 
Repeats 
Reohrases 
I The teacher repeats the question 
I The teacher reDhrases the same auestion 
I probes The teacher probes the child‘s response, e.g. ‘Can you explain what you mean ‘for food‘? 
Extended answer 
High Level evaluation 
Yes it is true that rivers can cause floods, and for countries such 
Bangladesh this can cause many diseases and much loss of lives. 
I think you have made a very interesting point about how rivers can be 
both good in bringing water which helps us in our lives, but also that 
they can bring floods which can ruin our homes and that there are also 
water borne diseases which rivers can bring. 
In addition to ‘praise’, four other teacher feedback categories were 
specifically drawn from Hardman’s schedule; ‘Gives answer’, ‘Repeats’ 
the question’, ‘Rephrases’ the question, ‘Asks another child’. I then 
included three additional categories in order to capture any higher-order 
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teacher responses: ‘Probes’ when the teacher ‘probes’ by asking the 
respondent a further question, or gives an ‘Extended answer’ or a ‘High 
Level Evaluation’ to the pupil’s response. 
In Stage 1 the size of my observation sample was relatively small; seven 
lessons were observed, two science, two English and three maths. The 
observations were carried out in Classes 4, 5 ,  6 and 7 in three schools - 
urban and rural - and involved four women teachers and three men. Many 
of the findings of Stage 1 of this study were of significance in Stage 2, 
however, I found that there were limitations in my original categorisation 
of discourse strategies which needed to be addressed. This was endorsed 
through M e r  observation of classroom practice, between Stage 1 and 
this EdD study, in my capacity as an Adviser. I revisited the lesson 
transcripts, considering them again in relation to the codes I had 
developed and this enabled me to further modify the observation 
schedule; these modifications are discussed below. 
I found that categorisation of teacher questions was confused by the 
embedded cultural practice of a mid-sentence rise in the teacher’s 
intonation. The rise was usually followed by a fraction of a second pause 
before the teacher continued - an indication that a pupil response was not 
required. I had experienced this practice often in Africa, in both adult 
and child learning contexts, but was uncertain of its significance. 
However, I felt that it was not appropriate at this point to ignore what 
could be a key feature of classroom discourse and therefore adopted 
Wragg’s terminology of ‘pseudo’ questions to classify it. Another issue 
was whether the other Teacher Initiation categories I had developed 
during Stage 1 of this study captured the strategies which teachers used 
to move the lesson forward. 
I had intended that my field notes would provide additional information 
beyond my overall category of ‘choral response’ in relation to the level of 
response. However, I realised that the level of participation in an elicited 
choral response was of greater significance than I had originally 
envisaged. It varied considerably; it was low throughout in some lessons 
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with only a few children participating, and even within a single lesson the 
level of response was often inconsistent. To support a consideration of 
the implications of this, I decided to include an additional category, 
‘Choral Few’, in the framework; this would indicate if less than half of 
the class had participated in a choral response. Another issue in relation 
to children’s level of participation was the number of pupils who raised 
their hands to respond to a teacher initiation - and here I relied on my 
field notes. 
Similarly, with further reflection, I was uncertain as to the validity of the 
teacher feedback categories developed earlier. For example, I found it 
difficult in practice to distinguish between the three descriptions of 
teacher feedback: ‘rephrasing’, ‘extended answer’ and ‘high level 
evaluation’. My original doubts about the overall value of pre- 
determined codes resurfaced and I was furthermore concerned about the 
feasibility of applying any schedule whilst observing a lesson. A key 
consideration, therefore, was how to achieve a balance between 
developing a schedule which truly reflected the nature of classroom 
discourse, whilst being manageable within the classroom context. A 
possible solution here was to introduce an element of timing, where, as 
Dunkerton describes, specific time intervals can support the logistics of 
filling out a schedule (Dunkerton, 1981). He discusses approaches to 
timing, one of which is selective timing where the behaviour is coded 
every three seconds; this was used in FIAC’s application. However, as 
Dunkerton suggests, this approach can generate misleading data with 
important aspects being left out, (Dunkerton, 1981). 
Other methods Dunkerton discusses are: recording the time spent on each 
‘category’ and its frequency of occurrence, or adopting a ‘predominant 
activity’ sampling, where the observer codes and records only the 
behaviour which best describes what has happened in one time unit 
(Dunkerton, 1981). Both of these approaches could be useful in 
considering classroom organisation, for example in a study of the relative 
time spent on classroom administration. They are, however, less 
appropriate for an analysis of the structure, content and function of 
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classroom discourse, particularly in the Kenyan classrooms where the 
interaction is a continuous process. In addition, focusing on completing 
the schedule during the lesson would inhibit my writing of field notes. 
As Galton and Delamont (1985) argue, an observer’s impressionistic or 
descriptive accounts can be valuable in making sense of the observation 
and without them the context of the discourse is lost. Cormack describes 
(1995) how observational notes can ’talk’ to the researcher; in this study 
field notes also served as a reminder of questions and issues which I 
wanted to follow up in the teacher interview. 
With the perceived limitations of the pre-determined codes and the 
logistics of applying a schedule whilst carrying out the observation, I 
decided that in Stage 2 of my study I would continue to audio-tape and 
transcribe all lessons. This practice would enable me to write 
accompanying field notes during the observation, which could then be 
used alongside the observation framework, to support the analysis 
process. In this way the analysis would be supported by reference to the 
transcripts, and to counter Wegerif and Mercer’s criticism (1997) that 
this practice can be too selective, complete transcripts of the lessons 
would be available for re-examination. I felt that this combination of 
ethnographic and systematic approaches would enable the study to move 
‘beyond the status quo’ of pre-determined codes and ‘develop new and 
potentially fertile descriptive languages’ (Galton and Delamont, 1985). 
The further development of the classroom observation framework for 
Stage 2 is discussed in Chapter 4. 
Interviews 
Alongside the classroom observation, semi-structured interviews were 
carried out; these formed the second element of the triangulated research 
approach. Interviews with the teachers followed on immediately from 
the classroom observation in both Stage 1 and Stage 2 and provided an 
opportunity to explore the intentions and rationale of the observed 
teaching strategies. As Silverman (1997) discusses, interviews can be 
carried out within a continuum of formality from the very formal to the 
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totally unstructured. He argues that the approach adopted by the 
interviewer reflects their view as to the nature of knowledge and its 
construction; a positivist notion of knowledge will lead to a more 
structured interview. 
In both stages of this study the interviews were semi-structured, in that 
themes discussed generally triangulated with those of the questionnaire 
and the observation framework. However, the emphasis given to each 
theme varied according to issues raised by the observation. Adopting a 
semi-structured approach can provide the interviewee with the 
opportunity to talk freely, whilst being given some structure (Bell, 1993). 
Within a second language context it was particularly important to build in 
this flexibility to ensure that the teachers understood the questions. 
However, it was still not always easy to ensure that my questions were 
comprehensible and, as the transcripts of the interviews show, I often had 
to repeat or rephrase them. This was, perhaps, because of my unfamiliar 
accent, but it also highlighted a possible limitation in the teachers’ own 
spoken English. 
Interviews were audio-taped, a process which, as Coates notes (1993), 
enables the interviewer to focus on listening and encouraging the 
interviewee, rather than on the mechanics of transcribing (Coates, 1993). 
Ely et al (1995) also endorse the importance of the interviewer 
possessing good listening skills and being verbally and non-verbally 
responsive. In both Stage 1 and Stage 2, for the reasons discussed, an 
Interview Schedule was not developed; however, the analysis of Stage 1 
interview transcripts, and the ongoing development of the other research 
instruments helped me to identify relevant themes. The interview 
questions then addressed these themes, but within the context of the 
observed lesson, these were: 
rn 
rn Teaching strategies used 
rn Issues of teaching in English 
rn Use of Mother Tongue 
The teacher’s evaluation of the lesson 
Issues in teaching the subject 
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Selection of respondents 
Differentiation of learning 
Other issues/problems2 
Experience of inservice training 
Feedbacldevaluation to a pupil's response 
In phrasing the interview questions in Stage 2, it was helpful to be aware 
of issues which might lead to formulaic responses. For example, if 
teachers were asked if group work was one of their teaching strategies 
they would very likely respond in the affirmative; however, if the 
question was rephrased, so that it referred to more general issues of 
classroom organisation, it might generate a different response. 
Another issue was that interviews do not necessarily, as Silverman 
suggests, present an easy passive filter towards the truth. Teachers, 
although willing to respond openly to questions, may not have the 
knowledge about their own beliefs and practices 'to hand' (Silverman 
1997). My own experience when asking teachers to reflect on the lesson 
endorsed this; teachers' reflection would not go beyond an expression of 
satisfaction with the lesson, or maybe a reference to its curriculum 
coverage. Juma and Njome (1998) argue that the overcrowded 
curriculum and heavy workload leaves teachers with no time to reflect. 
Although lack of time may well be a deterrent to reflective practice, my 
own experience suggests that there is a general lack of understanding as 
to what it actually entails. This was highlighted in a recent national 
report prepared by Kenyan educationalists, which described a reflective 
teacher as one who plans their lessons. Reflection was therefore 
interpreted as relating to tangible issues of classroom organisation, rather 
than as an ongoing process (NPBS, 1999). Even if there is a shared 
understanding as to what is meant by reflective teaching it is less likely to 
be practiced within a hierarchical educational system where teachers, 
who are ranked at the lowest level, are likely to be wary of reflecting 
critically on their own practice. 
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I was also aware that the relationship between the interviewees and 
myself might be constrained, but in my role as an Adviser I had no 
supervisory or Inspectorate role - my responsibility was for the 
development of a specific inservice initiative at Ministry level which was 
an expatriate role very familiar to the teachers! This meant that I did not 
constitute a threat to the teachers and they were unlikely to feel overly 
inhibited during interviews. In addition, as Schiffen (1997) suggests, by 
asking open questions the relationship between interviewee and 
interviewer can be more symmetrical. In this way I hoped that the 
interview could become more of a collaborative venture, encouraging 
teachers to consider their own perceptions and practice. Although it was 
unlikely that one short interview could contribute as Stenhouse (1995) 
describes, to the development of an ‘extended practitioner’ I felt that the 
experience might contribute to the teachers’ awareness of issues perhaps 
not normally considered. 
In both Stage 1 and Stage 2, interviews were audio-taped and the tapes 
were fully transcribed (Appendix 2), using a standard layout which 
reflected the ‘connected sequence’ of one turn following another (Swann, 
1994). Briggs’ recommendation that interviews are first of all read 
through before any focus on specific utterances (Briggs, 1997) provided a 
basis for the analysis of the Stage 2 interview transcripts. 
The questionnaire 
The formulation of the questionnaire was integral in the research design 
of this study, contributing to the ‘between-method triangulation’ 
(Oppenheim, 1996) by providing another perspective on classroom oral 
discourse practices. The three phases in designing a survey, as described 
by Cohen and Manion (1995), provided a useful framework for the 
development of the questionnaire in this study. They propose that 
initially the general purpose of the survey needs to be identified; in this 
study my aim was to explore Kenyan teacher’s perceptions of classroom 
discourse practice. Following on from this is the second phase where the 
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main purpose of the survey if interpreted in relation to subsidiary themes; 
in my research these were: 
attitudes towards the role of talk in learning; 
own classroom discourse practices; 
influences on teachers’ classroom discourse practices. 
Cohen and Manion’s (1995) third phase is where more specific 
information is required and this leads to the generation of questions, 
which in this study were modified during the research process 
(Appendices 3 , 4  and 7). 
Another consideration from the onset in the development of the 
questionnaire was to ensure that its layout was attractive and easy to 
follow (Oppenheim, 1996). Issues of design are particularly pertinent 
when the cultural and linguistic environment differs from that of the 
author. The use of colloquial English or western educational terminology 
has to be avoided and, similarly, instructions and response methods must 
be clear and unambiguous. It was important too that questions were not 
value-laden so as to influence the responses given (Hammersley, 1993). 
Within a second language environment I considered it more appropriate 
that the questions were relatively closed, with optional responses given 
for each. With completely open questions, teachers’ responses might 
have been difficult to understand and it would not have been possible to 
probe respondents as to their meaning (Cohen and Manion, 1995). 
However, although a closed questioning approach was used, the option of 
‘Other’, with the request for supporting comments, was given where 
possible and those made by the teachers contributed to the overall 
analysis - although their responses also highlighted the difficulties I 
would have faced if the questions had been completely open. 
The questionnaire was piloted twice in Stage 1 of this study before the 
final version was developed in Stage 2. Its final structure and design 
reflected both the participants’ comments in the pilot studies and the 
parallel development of the observation framework and the review of 
literature. The focus of the first questionnaire pilot - in Stage 1 - was its 
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language, overall clarity and the response method employed (Appendix 
3). At this stage the questionnaire was divided into two sections: Section 
A explored general attitudes towards classroom talk, the role of the 
teacher, and questioning strategies which they adopted. Section B then 
addressed wider teaching and learning issues and teacher feedback 
strategies. A different response method was used for each section; this 
was to trial the methods, as well as to provide variety and help maintain 
the respondents’ interest. For example in Section A, only one answer 
had to be selected from those provided in order to complete a given 
statement, for example: 
When pupils talk to each other I feel’ ............ :
worried, impatient, annoyed, pleased, unsure, not in 
control, other. 
Other questions in Section A asked respondents to quantify a stem 
statement, for example: 
‘I think the teachers need to lead all the classroom talk?’ ... 
strongly agree; generally agree; not sure; disagree; 
disagree strongly. 
In Section B of the questionnaire stem statements were also used, but 
here teachers were asked to rank the given responses (Appendix 3). This 
process proved problematic, with teachers being confused as to how 
many of the options to rank, with the result that some ranked them all, 
others only a few and some teachers gave equal ranking to several 
responses. 
The sample for the first pilot of the questionnaire was small, selected on 
the basis of ‘convenience’ rather than other criteria (Cohen and Manion, 
1995) - this was by asking colleagues from the Kenyan Ministry of 
Education and a few teacher friends to comment on it. Feedback at this 
stage was given through informal discussion and this contributed to the 
re-design of the questionnaire. From this small pilot a modified version 
was produced; this also reflected my ongoing review of the literature by 
drawing more explicitly on the Initiation, Response and Feedback pattern 
of classroom interaction developed by Sinclair and Coulthard. In this 
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way the questionnaire related more directly to the developing observation 
framework which supported greater triangulation of the research 
approach. 
In the second pilot for Stage 1 (Appendix 4), a third section was added to 
the questionnaire. The first section, Section A, still explored general 
issues in teaching and learning, teachers’ attitude towards talk in learning 
and their perception of their own practice. In this section the question 
structure varied to some extent, but all required only one response to be 
selected. The second section - Section B - then explicitly addressed 
Teacher Initiation strategies. Here respondents were required to quantify 
their responses using a Likert Scale, with a range of 1 to 5 ,  see Figure 3.5 
below. Oppenheim suggests that, as well as being relatively easy to 
construct, a Likert Scale provides a reliable reflection of attitudes; 
respondents prefer a scale rather than just being asked to ‘agree’ or 
‘disagree’ with something (Oppenheim, 1996). It can also support an 
exploration of underlying attitudes not directly related to the content; one 
example of this in the questionnaire in this study is Question 17, shown 
in Figure 3.5 below. This question was attempting to explore some of the 
underlying attitudes to teaching and learning and teachers’ perception of 
their role. 
Figure 3.5 An example of a question utilising the Likelt scale, used in Pilot 2 
Q17. How often do you ask questions which you can’t answer? 
Rarely Very often 
1 2 3 4 5 
I I I I I 
In Section C of the questionnaire, Teacher Feedback strategies were 
explored through stem statements which required only one response to be 
selected to complete the statement, for example: 
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Figure 3.6 An example of a question from Section C of the questionnaire, from Pilot 2 
Q25. When I have asked the class a question I generally select a child ...... 
a. Wth their hand up 
b. 
C. Who is calling out 
d. 
e. 
f. Other 
With their hand not up 
Who is not paying attention 
in relation to gender, that is gir!lboy/girVboy 
The questionnaire was administered to forty-three teachers selected from 
each of eight administrative provinces in Kenya; the selection was 
carried out by Ministry District Education Officers. This ‘dimensional’ 
sample (Cohen and Manion, 1995) had actually been identified to attend 
a national workshop to pre-test teacher inservice materials. District 
officers were asked to ensure that their selection took into account gender 
balance and that the teachers taught one of the three focus subjects - 
maths, science or English. During the workshop the participants were 
informed about the questionnaire and asked if they were willing to 
participate in the study, those who were agreed to complete it in their 
own time. Administration of the questionnaire was again supported by 
informal interviews carried out by colleagues and myself; these focused 
on issues relating to the questionnaire’s design and structure. Similarly, 
analysis of the data contributed to my understanding of issues in relation 
to classroom discourse; my ongoing research findings were also 
discussed fully in Stage 1 report. 
In this Chapter I have described the contribution of the literature to the 
development of the research instruments, particularly in relation to the 
classroom observation framework. 1 have also talked about the design 
and development of the questionnaire in Stage 1 of this study. In the 
following Chapter I go on to discuss in greater detail the development of 
the classroom observation schedule from Stage 1 to Stage 2 of this study. 
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Classroom observation sample 
In this Chapter, I discuss the development of the observation schedule 
and its parallel contribution to initial analysis of the classroom discourse. 
First of all I describe the basis for the selection of the observation and 
interview samples. 
In Stage 2 of this EdD study my classroom observation and interview 
sample was twenty-one lessons observed in six schools, three of which 
were rural and three urban. The identified schools differed from those of 
the questionnaire sample; for the classroom observation I needed to 
select schools which I could feasibly spend time in. I needed to organise 
my  classroom observation around my work as an Education Adviser and 
therefore schools were selected on the basis of their accessibility, either 
from Kairobi or from any workshops in which I was involved. An 
additional entry point was also provided by one of my Kenyan colleagues 
accompanying me; they not only knew the area but in two instances were 
also a member ofthe local ethnic tribe. The rural schools were located in 
the Masai district of Kajiado, and on the outskirts of Nairobi, and the 
urban areas were all within the Nairobi district. 
Schools were selected to he as representative as possible - 
geographically, economically and culturally. I also wanted the 
observation sample to be representative, in terms of the gender of the 
teachers, the age of the children. and the subject being taught. However. 
it was the Headteacher who determined which specific lessons I 
observed, and this was in accordance with the day’s timetable, ensuring 
minimal disturbance to the school and teachers. I had anticipated that I 
would not be able to observe any maths or science lessons in the lower 
primary school, as national policy states that Mother Tongue is the 
language of the lower school. However, as this policy is sometimes 
overlooked and lessons are actually taught in English I did manage to 
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observe some lower school primary lessons. My observation - at the 
Headteachers' request - did not include any top primary classes, that is 
Standard 8, as they were involved in revision for the impending KCPE 
exam. 
In this study, schools are not named for ethical reasons but I allocated 
each a letter, from A to F, and a brief description of the schools is given 
below: 
A large primary school of four-stream entry located within a slum 
catchment area. Like other urban slums in Kenya this meant that the 
buildings were non-permanent, made of metal sheets, or sometimes 
just mud and there was no sanitation or electricity. However, the 
condition of the school, through the support of a Non-Govemmental 
Organisation, had been improved over the last few years. It 
appeared well kept and the classrooms were housed in permanent 
structures with windows. The condition of the pupils themselves was 
less encouraging; most of them were dressed in tatters, often with 
the sleeves of their school uniform jumpers hanging on by a few 
threads. Children used stubs of pencils to write in their exercise 
books and other resources also seemed in scarce supply. 
School B 
Although on the outskirts of Nairobi, it is described as rural, and is 
located in a relatively densely populated poor area. The houses in 
the local catchment area were semi-permanent and the parents 
apparently existed at subsistence level, mostly through hawking. The 
school itself was mainly a permanent structure, relatively well looked 
after, but the children themselves were poorly attired and most were 
likely to eat only one meal a day. Lack of pupil motivation was cited 
as a problem by the teachers, who ascribed it to the low probability 
of their being able to go on to secondary school. 
School C 
A large, four-stream entry school, located within Nairobi's Eastland's 
area. Again, the local catchment area was poor with non-permanent 
housing and many single-room structures. Most of the school itself 
was housed in a two storey permanent structure with classmoms 
which had windows and doors. Facilities were generally reasonable 
with Dainted classrooms and an adeauate number of DuDil desks. 
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I School D 1 
A large school,built on hilly ground with the catchment area 
occupied by a squatter Masai community. The whole area had been 
suffering from drought in the last year which had caused many of the 
cattle to die. Of the twelve classrooms, ten were semi-permanent 
structures with iron sheeting and earthen floors and very cold. 
Children looked underfed and inadequately clothed. Classrooms did 
not even have basic resources, such as teacher table, cupboard or 
shelves. 
1 School E 
School E was quite centrally located, constructed near a Chiefs 
camp and the local Teachers Advisory Centre. Its surrounding 
district had been badly hit by the drought and the school had 
established, with the support of an NGO, a School-Feeding 
Programme. This programme had led to increased enrolment with 
many parents migrating to the area. Children were dressed 
inappropriately for the cold weather and also appeared in a poor 
state of health, coughing constantly throughout the observed 
lessons. Six of the eight classrooms were in permanent structures 
which had brick walls, concrete floors and wooden windows. 
1 School F 
School Flay on the edge of a sprawling slum area, about 50 km from 
Nairobi, where, as the Headteacher explained, the poverty level 
meant that many children go without food. A problem which the 
Headteacher told me led to their begging or stealing during the 
school lunch break. Payment of levies by parents, or the provision of 
textbooks was apparently impossible and this was reflected in the 
low ratio of textbooks to pupils of about 1: 10. Over five hundred 
children were taught in semi-permanent classrooms which had metal 
roofs and a skylight in the roof, but no windows. Classroom floors 
were earthen, the roofs were metal and the walls were wooden - a  
design which affected the noise level, with the lesson in the adjacent 
class being very intrusive. 
In each school the number of lessons I observed varied, but all were 
followed by an interview. Unfortunately, as explained earlier, on several 
occasions either the interview or the lesson itself was lost through a poor 
recording or a faulty tape. Figure 4.1 below shows which lessons were 
actually observed, and the right hand column indicates whether there 
were any problems with the recording. 
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Figure 4.1 Classroom obselvatlon sample - Kenya 2000 
SchoolA - T I  Urban Large 3 Female English New Words 
School A-T2 Urban Large 5 Female English Plurals 
SchoolA-T3 Urban Large 6 Female English Drama Festival 
SchoolA-T4 Urban Large 7 Male Maths Discount and sale price 
SchoolA-T5 Urban Large 6 Male 
_ _ ~ _  
Science Work and Forces - ____ 
School B-T6 Rural Large 5 Female English Photography - pad of 
School B-T7 Rural Larae 4 Female Maths Volume " 
School B-T8 Rural Large 6 Male Maths Area of Borders 
School E-T9 Rural Large 4 Male Science Land and its Uses 
SchoolC-TI0 Urban Large 3 Female English Opposites 
SchoolC-TI1 Urban Large 5 Female Maths Geometry 
SchoolC-TI2 Urban Large 5 Male Science Properties of Matter 
School D-T13 Rural Small 1 Female English Vocabulary 
School D-T14 Rural Small 4 Male Maths Money 
School D-T15 Rural Small 1 Female Science Senses - X of lesson 
School E-Ti6 Rural Small 1 Female English Words and Pictures 
School E - T I 7  Rural Small 2 Female Science Germination 
.I_ 
___ 
SchoolF-T18 Urban Large 3 Female English Journeys 
School F-T19 Urban Larae 5 Female Maths lnfelview onlv 
1 
School F-T20 Urban Large 6 Female Science RefracUon 
Ethical considerations of the classroom observation 
and interview 
Oppenheim (1998:) states that the basic ethical principle of data 
collection is that, 'no harm should come to the respondents as a result of 
their participation in the research'. However, as Cohen and Manion 
(1995) suggest, ethical considerations relate to the nature of the research 
and for this EdD study the main ethical criteria was the anonymity of the 
participants. Selection of the teachers for classroom observation and 
interview was, like the administration of the questionnaire, carried out 
through the Ministry systems. Ball (1993) suggests that access to 
educational settings conducted through formal channels might provide 
entry, but not necessarily access. However, I hoped that to some extent 
this would be countered by the Headteacher's selection of the lessons to 
be observed - on the basis of the day's timetable. This would reduce the 
disturbance to the school's timetable and hopefully increase the 
65 
CHAPTER 4 
likelihood of the intended lesson being taught, rather than one 
specifically prepared. When the classes to be observed had been 
identified, I was introduced to the teachers where I explained the purpose 
and process of the observation and asked for their consent. It was, 
however, unlikely that teachers would refuse and my main concern 
ethically, therefore, was to ensure that the teachers did not feel threatened 
in any way and were assured of their anonymity. During the observation 
I tried to ensure that my presence, at the back of the classroom, was as 
unobtrusive as possible and that my expression remained open, 
supportive and non-judgemental. Although sometimes this proved 
difficult, particularly in several English lessons where large numbers of 
children read aloud in unison; this was not only incomprehensible but 
also uncomfortable to listen to. As Ball (1993) suggests, an observer can 
never be the fly on the wall, but will be always and inevitably become 
part of the scene. Some teachers did appear more aware of my presence 
than others, for example in one science lesson, my observation 
unfortunately coincided with that of an external 'assessor'. Perhaps I 
presented a more sympathetic figure than the rather intimidating assessor, 
as the teacher often seemed to be addressing me directly. If nothing else, 
this was a useful reminder that being observed can be an uncomfortable 
process and I kept my head bowed, writing notes in an attempt to deter 
the teacher's attention. 
The ethical considerations of the interview process differed from those of 
the observation and questionnaire. At this stage, the teachers had already 
been observed and any prior reservations they may have had were now 
dispelled; the observation was over and there was likely a sense of relief 
amongst some. Teachers appeared keen to discuss the lesson which they 
had just taught and the informality and relative shortness of the 
interviews were also conducive to an atmosphere of openness. As with 
the observation and questionnaire, the interviewed teachers were assured 
of their anonymity, although many of them insisted on giving me their 
names and carefully guiding me so that I wrote them down correctly. 
Anonymity is a main strand throughout this study, with lessons and 
interviews referred to only in relation to a lesson title - assigned by 
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myself - and the line number of the transcript. More information is 
available about the school, age of children, and gender of the teacher in 
Figure 4.1 but the name of the school and the teacher is not provided. 
However, where the teacher uses a pupil’s name to invite them to 
respond to a question, or to give an instruction, these names have not 
been changed; I felt that the anonymity of the school and teacher 
subsequently assured that of the pupils. 
The process of classroom obsewation analysis in Stage 2 
Although my experience in the Stage 1 of this study made the process of 
gathering the classroom observation data familiar, it did not make the 
task of transcribing eighteen observed lessons any easier. In Stage 2, as 
in Stage 1, each taped lesson was first transcribed by hand, then the 
handwritten transcript was checked against the tape, before being typed. 
Tapes were played a third and fourth time to ensure that every nuance of 
discourse was captured, for example a rise in voice intonation, or a pause. 
Some minor technical problems ensued; one was lack of clarity of some 
of the interaction, usually of single words within a pupil’s response. 
Swann points out that observation transcripts may only provide a partial 
record of talk and that every aspect of talk cannot be ‘faithfully’ 
reproduced (Swann, 1994: 39). However, with the rigour of the 
transcribing process in this study - involving replaying the tape up to four 
times and modifying the scripts as appropriate - I am confident that the 
final transcripts in this EdD study represent far more than a partial record 
of the classroom discourse. 
House-style and format of lessonlinterview transcripts 
In developing the house-style to use for the final version of the lesson 
and interview transcripts I tried to avoid all punctuation apart from the 
question mark, as I felt that using other punctuation could preclude 
interpretation (Swann, 1994). Time lapses in the discourse flow were 
represented by transcript conventions, rather than a full stop or comma, 
and no capitalisation was used apart from for names of pupils or places. 
However, in order to indicate the teachers’ use of what I described as 
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'pseudo-questions' - reflecting a rising intonation of voice - I also used a 
question mark. Other transcript conventions, used to indicate a short or 
long pause or an unclear comment, are shown in Figure 4.2: 
Figure 4.2 Classroom Obsewation -Transcript conventions 
P individual pupil 
Choral Choral response 
C Few 
T Teacher 
Few children responding in chorus 
Short Dause 
( .  ) I Longpause 
? I Risina intonation of a auestion 
0 I Unclear 
(reading ) I Childlor children reading from book 
For the overall layout, a standard format was used, one which Swann 
describes as similar to the dialogue of a play, with speaking turns 
following each other in sequence (Swann, 1994). This was of more 
significance in the Kenyan classroom context than a column type layout 
which captures the overlap between speakers; in Kenya the discourse 
follows a sequential Teacher-Pupil-Teacher pattern and there is rarely 
any overlap. The left-hand column indicated whether the pupil response 
was Choral, Choral Few or P for individual pupil. It also captured if 
children were reading aloud, with the italicised word (reading), and the 
text which was read out was, where audible, italicised in brackets. This 
differentiation between 'reading' and other pupil responses was 
particularly important with one of the analysis criteria being word-length. 
Development of Stage 2 observation framework and 
initial analysis 
Transcription and modification of the scripts was an ongoing process 
over several months, and my familiarity with each of the lessons grew as 
the time went on. When the transcripts were finalised, the wealth of data 
they contained was overwhelming and, even with the observation 
framework I had developed, I was unsure how to proceed. As discussed 
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in Chapter 3, I was still uncertain of my discourse codes and did not want 
to apply the schedule to the scripts before I was confident of their 
validity. My first stage in the analysis process was therefore an attempt 
to explore this through developing a simplified version of the observation 
schedule - the Lesson Transcript Analysis Sheet (LTAS) (Appendices 5a, 
5b, 5c). Applying the LTAS was time consuming and frustrating - a 
detailed discussion of this process is not appropriate here - however, its 
contribution was important. This was not in the data it generated - much 
of which was later rejected - but in the overall support it gave to my 
analysis of the classroom discourse through the development of 
meaningful observation categories. 
In addition to my development of an observation framework I also 
referred to my field notes; these described the whole classroom 
environment. My field notes also included comments, personal reactions 
to classroom events and notes on the level of pupil participation; these 
also proved useful in providing a different perspective on the lesson 
transcript analysis. These notes were then supplemented with general 
notes on the school which I gathered through an informal introductory 
interview with the Headteacher (Appendix 6 ,  Field notes). 
Teacher initiation 
My earlier research in Stage 1 had suggested that teacher questions were 
the most common form of teacher initiation and they therefore seemed an 
appropriate starting point. As discussed earlier, I had used a question 
mark to indicate the teacher practice of a mid-sentence rise in voice 
intonation - a 'pseudo' question - and it was this convention which 
highlighted an anomaly in the discourse structure. I noted that although 
the way in which teacher initiations were delivered differed, they elicited 
the same type of pupil response - for example, requiring them to 
complete a sentence. Some were posed as a question, as indicated by a 
question mark, but others as a statement; despite this difference pupils 
seemed to understand the nature of the response required. 
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This difference in delivery did, however, have implications for the 
coding of the data - whether to categorise a question according to the 
type of pupil response it elicited, or in relation to the way in which it was 
delivered. Rather than subsuming these variations into the broader 
category of questions it seemed appropriate that any classification related 
not only to the nature of the initiation, but also to the pupil response they 
elicited. At this stage I was drawn back to Edwards and Mercer’s 
discussion of the various discourse strategies adopted by teachers in 
order ‘to maintain control and steer the discussion’ (Edwards and Mercer, 
1995). One key strategy they described was ‘cued elicitation’, where a 
teacher ostensibly has asked an open question, but provides a level of 
guidance and clues which ensures that the pupils achieve the required 
response (Edwards and Mercer, 1995). In my review of lesson 
transcripts for this study it was clear that the teachers were also eliciting 
responses from their pupils, but that these elicitations were much more 
explicit than the examples given by Edwards and Mercer. 
One feature of the observed teacher elicitations was that they often 
encouraged pupil repetition. Teachers would elicit this type of response 
by giving an instruction, asking a question, or making a statement. The 
following examples highlight how this strategy could be framed as an 
instruction: 
C Few poster (instruction) 
Teacher read again 
C Few poster 
(New words, L 22 - 24)’ 
Teacher very good everybody say one thous-and 
shilling note 
Choral one thousand shilling note 
Teacher again 
Choral one thousand shilling note 
(Money, L 26 - 29) 
Similarly, pupil repetition could be elicited through a teacher question: 
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Teacher and rearing of animals and rearing what? 
(question) 
Choral animals 
(Land and its Uses, L 1 1  8 - 11 9) 
Pupil f 
Pupil f 
Teacher we forget which letters? 
(Plurals, L 66 - 68) 
At other times there was no explicit instruction or question, but pupils 
knew that repetition was required, for example: 
Choral Sharpened 
Teacher Sharpened 
Choral Sharpened 
(New wordr, L 38 - 40) 
C Few selling price 
Teacher eh 
C Few selling price 
(Discount and Sale Price, L41 - 43) 
These strategies were sometimes combined, in the following example the 
teacher gives both and an explicit and implicit instruction to repeat the 
word ‘germination’: 
Teacher and that growing of seeds is what we call 
germination say germination 
Choral germination 
Teacher germination 
Choral germination 
(Germination, L58 - 61) 
Despite the differences in the way in v ~ these teac..:r ini_.- ons were 
delivered, the outcome of all was pupil repetition of a word or phrase, 
and I therefore decided to classify such initiations, as ‘Direct Repetition’ 
(DR). 
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A second strategy which the teachers used was to elicit the completion of 
a sentence or word, through omitting the last word of a statement or 
syllable of a word, a strategy which I described as ‘Direct Completion’ 
(DC). The following are examples of this practice: 
Teacher on Friday she was still absent on Monday 
her place was? 
Choral empty 
(Drama Festival, L298 - 299) 
Teacher 
Choral multiply 
(Discount and Sale Price L I46 - I4  7) 
this is ten percent of the multi? 
Teacher 
Choral time 
(Work and Forces, L 335 - 336) 
too small and it will take you a lot of? 
Teacher we get the area of the big one plus the area 
of the shaded to be left with the area of? 
Pupil unshaded 
(Area of Borders, L 33 - 35) 
Teacher yes we have seen that this is Mr Kamau’s 
family they are going on a? 
CFew journey 
(Journeys, L79 4) 
A third observed Participative Strategy (PS) was when teachers 
combined the strategy of eliciting a Direct Repetition (DR) with that of 
asking the pupils to complete a sentence or a word (DC). Here the 
teacher would make a statement and repeat it, but omit the last word or 
words, this combination of elicitation strategies was coded as Direct 
Repetition Completion (DRC), for example: 
Teacher where this is? light you direct your mirror to 
where there is? 
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C Few light 
(Repaction, L164 - 165, Science) 
Teacher 
Choral good luck 
(Drama Fesrival L 207 - 209) 
Teacher 
the Headmistress said good luck she said? 
Semoil bought it for one twenty shillings he 
bought it for? 
Choral one twenty shillings 
(Discount and Sale Price, L 61 - 62) 
Teacher 
Choral contracts 
(Properties ojMatter, L 121 - 12) 
it contracts very good it contr? 
Teacher yes at home when you go home you drink 
milk you drink? 
Choral milk 
(word L250 - 251) 
Teacher 
Choral getting change 
(Money, L34 - 35) 
we are dealing with getting change we are? 
Teacher good the white part of the? eye the white 
part of the? 
C Few eye 
(Senses. L72 - 73, Science) 
A fourth discourse strategy, observed in the Kenyan classrooms, was 
when the teacher asked the pupils a question which required only an 
affirmative, or negative response, for example: 
Teacher d is it correct? 
Choral yes 
(new Words, L181- 182) 
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Teacher but we don’t say womans and we don’t say 
mans or mens okay ? 
Cfew yes 
(Plurals, L148 - 149) 
Teacher who may be travelling on foot is not using a 
machine is it true? 
Choral yes 
(Work and Forces, L92 - 93) 
These requests, more often for afirmation than negation, could in theory 
elicit longer responses, especially when the teacher asked, ‘Have you any 
questions?’, but in practice this never occurred. Perhaps this was 
indicative of the pupils’ familiarity with the formulaic structure and their 
role within it. I termed this strategy as Direct Yes/No (DYN). 
In the overall analysis I noted that Direct Completions (DCs) were more 
likely to be presented as questions, although sometimes they were in the 
form of an instruction or statement. However, an elicitation of a Yes/No 
answer (DYN) was always delivered in question form, and the elicitation 
of a Direct Repetition (DR), and Direct Repetition Completion (DRC) 
occurred through a question, instruction or statement. 
In defining these practices I had moved away from the accepted 
categorisation of discourse practices and developed a means of 
classification which was truly reflective of those occurring in Kenyan 
classrooms. As discussed in Chapter 2, Edwards and Mercer (1995) 
suggested that through cued elicitation pupils are inculcated into a 
seemingly shared discourse, a process which they described as leading to 
‘surface’, rather than ‘principled’. Ritual learning may support certain 
aspects of children’s learning, but it is likely that an over-emphasis on the 
process will restrict their linguistic and cognitive development. The 
teacher elicitation strategies applied in the Kenyan classrooms appeared 
even more restrictive to children’s learning than those described by 
Edwards and Mercer. Through their focus on repetition, or sentence 
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completion, the elicitations achieved little more than a semblance of 
teacher-pupil interaction and a level of pupil participation; I therefore felt 
that a more appropriate term to describe these discourse strategies was 
‘Participative Strategies’ (PS). These strategies were: 
Participative 
Strategies 
Initiations 
I Direct completion (DC) Direct repetition (DR) Direct repetition and completion (DRC) Direct Yes or No (DYN) 
Instruction 
Questions 
Using this classification enabled me to consider their use in the different 
subject lessons and most importantly to distinguish between Participative 
Strategies (PS) and other forms of teacher initiation, namely ‘real’ 
questions; these made higher cognitive and linguistic demands upon the 
pupils than the participative strategies. As discussed in Chapter 2, the 
categories to describe teacher questions - which I had developed in Stage 
1 of this study - reflected the work of Barnes and the Leverhulme project, 
these were: 
rn Closed-recall 
Closed-thought 
rn Open-recall 
Open-thought 
It was important that there was a clear distinction between the codes used 
to describe the different types teacher questions in order to facilitate 
meaningful analysis. Similarly, the codes developed had to reflect the 
ideas on teaching and learning explored in the literature review. 
However, two weaknesses of my original categorisation became 
apparent; the first was in relation to the use of the terms ‘open’ and 
‘closed’. Closed questions have traditionally been considered as those 
which require children to state facts and provide a specific response. 
Alternatively, open questions are thought to stimulate children’s 
thinking, and encourage them to share their ideas and personal 
experience. In my review of Hardman’s work and Stage 1 of this EdD 
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research I had described this classification as being too broad. To some 
extent the development of the additional category of Participative 
Strategies had addressed this limitation, but I still felt the terms ‘open’ 
and ‘closed’ were problematic. If closed questions elicited factual 
knowledge, then I felt that they would be more clearly described as, 
‘Factual’, and questions which stimulated children’s thinking and 
reasoning could be more appropriately described as ‘Thought/ 
Reasoning’. 
My own observation of the predominance of ‘closed’ or ‘factual’ 
questions in Kenya has been endorsed by research studies in similar 
contexts (Ogadhah and Molten0 1998, Fang 1996, Hardman, 1999); this 
suggested that the categorisation of factual questions would benefit from 
greater refinement. Yet the Leverhulme project’s sub-categorisation of 
factual questions as ‘recall’ and ‘thought’, described earlier, seemed 
inappropriate. All questions require a degree of ‘recall’ and to 
differentiate questions in this way is difficult. A more meaningful way of 
classifying ‘Factual’ questions was, I felt, through the use of the terms 
‘narrow’ and ‘broad’. Narrow questions were those which made the least 
cognitive and linguistic demands upon the child, even within the Factual 
domain; examples of Factual Narrow questions are given below in 
relation to the three subject areas: 
English 
Teacher Read again there is another new word here 
can you read this one? 
(new Words, L21) 
T and we said when we are writing the many 
words into plurals we only add what? 
What is the opposite of full? T 
(Opposites, L206) 
Maths 
Teacher fourteen plus one? 
(Money, L63) 
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T and how many rows? 
(Volume, L73) 
Science 
Teacher hearing you use your? 
(Senses, L10) 
T we did the experiment the rising up of soil 
of water in soil is called what? 
(Properties of Matter, L20) 
T what is a right angle?how many degrees 
does it have?put your hand up yes? 
(GeomeQ, L25/26) 
Factual Broad questions, on the other hand, although still relying on 
factual input, appeared to be more cognitively and linguistically 
demanding. These might require a pupil to respond to an English 
comprehension question, express a previously learnt mathematical 
formula, or describe a scientific phenomena. Examples of Factual Broad 
questions are given below in relation to each of the three subjects: 
English 
Teacher fear eh what does that mean the word fear 
means ( .) eh? 
(Drama Festival, L36) 
Science 
T can you name some of the fruits which have 
seeds inside? Eh Leah? 
(Germination, L27) 
Maths 
T so how we work out the percentage discount 
yes? 
(Discount and Sale Price, L51) 
CHAPTER 4 
By classifying the factual questions as ‘Factual Narrow’ or ‘Factual 
Broad’, the more intellectually challenging questions could now be 
clearly distinguished as ‘Thought/Reasoning’. These were higher order 
questions, which required pupils to experiment with ideas and language; 
this could be through explaining a process, sharing an experience, 
predicting, hypothesising or evaluating an outcome. For example in the 
maths lesson - Area of Borders- the class had been considering how to 
determine the area of border of a field. In response to a teacher’s Factual 
Narrow question the following exchange took place: 
P 
T 
P 
‘It is 55 plus 2’. 
‘Where do you get 2?’ 
‘this from from the (.) plus em school 
compound to the road plus em the road is 
one plus yes another side it becomes 2,55 + 
2 = 57’ 
(Geometry, L220/225) 
In this example the teacher attempted to probe the child’s thinking as to 
how the answer was reached, a process which required the pupil to draw 
on their cognitive understanding, as well as on their oral English 
speaking. One example of this was in an observed science lesson, 
‘Properties of Matter’, where the teacher had been asking the pupils to 
give examples of three forms of matter - solid, liquid and gas; pupils had 
mentioned some solids and liquids, but had not given an example of a 
gas. The teacher elaborated to help the pupils to achieve the required 
answer: 
T also another state of matter that you did not 
mention but we feel that it is there we feel it 
is there that is why we are putting on 
sweaters which type of this?am I talking 
about eh? 
(Properties of Matter, L 76/78) 
In order to respond to this question, the pupils had to make a conceptual 
link between the cause and effect of feeling cold. Questions such as this 
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reflect an attempt to scaffold the children’s thinking, and to help them 
make links between their own experience and academic knowledge. 
Drawing on the work of Barnes and Wragg my final classification of 
teacher questions for this EdD study was therefore: 
rn Factual Narrow (FN) 
rn Factual Broad (FB) 
rn ThoughUReasoning (T) 
Pupil responses 
Having determined what I considered the most meaningful way to 
describe the teacher initiation strategies the next step was to ensure the 
validity of my framework for analysing pupil responses. As discussed 
earlier, the codes developed so far reflected the interrelationship of 
teacher initiation and pupil response. For example, the term Direct 
Completion described both the teachers’ initiation and the pupils’ 
response: 
Teacher on Friday she was still absent on Monday 
her place was? 
Choral empty 
(Drama Festival, L298 - 299) 
Pupil responses were therefore classified in the same way as the teacher 
input, as follows: 
rn Direct repetition 
rn Direct Completion 
rn Direct Repetition 
rn Direct Repetitiodcompletion 
rn Direct Yes/No 
rn Factual narrow questions 
rn Factual broad questions 
rn Thoughtkeasoning questions 
rn Instructions 
As discussed earlier, in Stage 1 of this study the main criteria for coding 
pupil responses had been their word length. This had provided a useful 
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starting point and had provided some insight into the balance of teacher- 
pupil talk, as well as into the opportunity which pupils’ were given to 
experiment with language and to try out ideas. However, as 
acknowledged in the earlier discussion, reliance on only the word length 
of pupil input had obvious weaknesses; length of a pupil response does 
not necessarily reflect its linguistic and cognitive demands. In Stage 2 of 
this study, categorisation of pupil responses according to their word 
length formed only the second dimension of the analysis process. Within 
this dimension I also modified the initial categories, for example I 
realised that the category of ‘one/three words’ did not reflect the 
frequency of one-word responses. One-word responses therefore were 
categorised separately - this included ‘yes’ and ‘no’ responses. The 
practice of pupils reading aloud in English, either in unison or 
individually, also needed consideration. As discussed earlier, 
categorising passages which were read out aloud according to their word 
length would generate misleading data; I therefore decided that when 
pupils read aloud this would be categorised separately. In consideration 
of these issues, the final criteria adopted for the classification of pupil 
response, according to their word length, was as follows: 
One word (including Yes/No) 
Two/three words 
Four words plus 
Individual reading aloud 
Choral reading aloud 
The third dimension of the analysis of pupil responses in Stage 2 was 
their nature, that is whether they were ‘choral’, or individual. I felt, as 
discussed earlier in this Chapter, that it was important to distinguish 
between Choral and Individual pupil responses, as the former were more 
likely to reflect low level responses, such as repetition. A further 
distinction between Choral and Choral Few was also considered 
important as an indication of children’s level of participation. The sub- 
categories in this dimension of pupil response were: 
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Choral 
ChoralFew 
Individual Pupil 
Analysis of pupil response was therefore carried out in relation to the 
three dimensions of: 
Teacher initiatiodpupil response 
Wordlength 
Choral or individual 
Teacherfeedback 
Having developed a meaningful analysis framework with which to 
consider teacher initiation and pupil response and their interrelationship, 
the next consideration was my original classification of teacher feedback. 
Again upon further reflection I was not confident that the categories 
which I had developed in the first Stage would fully capture the discourse 
practices of Kenyan classrooms. For example, some of the categories, 
such as 'Repeated Question' seemed to occur very infrequently and 
others, such as 'probes', very rarely, if ever, occurred. 
It was also difficult to determine whether to classify a teacher feedback 
as 'rephrases', 'extended answer' or 'high level evaluation'; all three I felt 
were more appropriately encompassed under the term 'explanation'. With 
the reclassification of the teacher feedback in this way I realised that the 
explanations played a much more central role in maintaining the 
discourse pattern than I had first envisaged; they were used as a means of 
linking a teacher's feedback with an initiation. For example, in the 
extract below, the teachers' explanations followed on from their 
repetition of a pupil answer and led on to an initiation of a pupil 
response: 
T nitrogren is a gas yes what else who can 
remind me all those ones are what we call 
gases so we have now known that matter is 
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made up of three things and these ones are 
either? 
(Properties of Matter, L89) 
T 
(Land and its Uses, L34) 
buying ( ) in buying we have two people eh? 
The nature of teacher explanations varied across the subjects; in English 
lessons, for example, they were often a means of focusing children’s 
attention on a word or phrase in the passage; for example: 
Teacher eh when Nuamboke said my mouth felt dry 
she means that she was?afraid excited 
thirsty happy what which of those words 
describe that phrase eh when she my mouth 
felt?dry somebody who has not talked yes? 
(Drama Festival, L187) 
T that is what started with (.) were the two 
Mary and Tom happy because they were 
going for the holidays in Mombasa were 
they happy (.) were they happy? Colin 
(New Words, L308) 
Or, the teacher used an explanation to reinforce a grammatical rule: 
T but we said there are some many words 
which we don’t add ‘s’ when we are writing 
them into plural? form you remember that? 
(Plurals, L33) 
Similarly, English teachers might use explanations to consolidate a 
concept already learnt, for example: 
T yes the teacher’s chair and that is a picture 
of a chair is it clear? 
(Words, L173) 
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Choral that bag is empty 
T that means it has nothing yes who will give 
us another word? 
(English, L216) 
In science lessons the teacher explanations appeared longer and more 
frequent and, as in the following extracts, sometimes accompanied a 
whole class demonstration: 
Teacher so I am going to put some water in this glass 
up (teacher demonstrating) to that level 
okay? 
(Refiaction, L24) 
T yes ah very good I am pushing a biro okay 
(laughter) that is a push that is what? 
(Work and Forces, L 39) 
Science teachers would also explain or elaborate on a question they were 
asking, to assist the children in answering it: 
T and we are told that when you speak or you 
enter into an empty? room and you shout 
what will happen? what will you hear? 
(Refraction, L65) 
Science teachers, like their English teaching colleagues, also used 
explanations to consolidate a concept just covered: 
T loam soil and we also looked at what we call 
how water passes through soil which word 
was it? ha. . .?  
(Properties of Matter, LIS) 
T nose you use your nose don’t forget you use 
your nose for smelling tongue for tasting hands 
for touching ears for hearing (.) now lets come 
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to smelling there are those with good smell and 
bad? 
(Senses, L22) 
Sometimes science teachers made a link between the pupils' own 
experience and the content of the lesson through an explanation, although 
the following example shows the teacher making the links for the 
children, rather than supporting them in forging their own: 
T from Drive-in okay and remember that from 
Drive-in is? Far distant than? Dawanol and 
therefore this one with bicycle will reach 
here earlier and maybe the other one will 
come tired by the time you reach here you 
are also tired is it true? 
(Work and Forces, L132) 
Although the way in which teacher explanations were used differed, I felt 
that any attempt to sub-categorise them accordingly would not only have 
presented difficulties, but it would also generate data of uncertain value. 
What seemed to be the most significant feature of all teacher 
explanations was their role within the overall teacher discourse, and 
particularly the way in which they linked teacher feedback to initiation. 
In the Stage 2 observation schedule, the term 'explanation' therefore 
replaced the Stage 1 'feedback categories of 'rephrases', 'extended 
answer' and 'high level evaluation'. 
As well as 'explanation', the third section of the schedule included 
teacher 'praise'; this replaced the original category of 'Attitude' which 
sought to measure how positively or negatively a teacher responded to a 
pupil answer. This approach would, as discussed in Chapter 6 ,  not be 
easy to apply, but it also seemed of little relevance within the Kenyan 
context. The final framework used for the analysis of the classroom 
observation was therefore as shown in Figure 4.3 below: 
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Direct repetition (DR) ] E citations wnich reqLire cnildren to repeat word or pnrase 
Figure 4.3 Final Observation framework used for analysis of data analysis collected in Stage 2 of the 
research 
Praise 
Repeats Answer (RA) 
Repeats Question (RQ) 
Teacher mntinues question (TC) 
ExDlains or elaborate (El 
instruction I Teacher gives an instruction, such as 'get your books out' 
Gives praise, either as only feedback or with repeated answer, 
explanation ... 
Repeats answer given by pupil -often verbatim 
Repeats the same question 
Continuation of same question, by indicating another child, or 
saying 'some one else' 
Yes rivers can Drovide us with food such as fish 
I I with .......' I ;)repetiion g compietion Elicitations which require repetition 'rivers provide us with food, 
rivers provide us with? 
1 Teacher continuation (TC) Continuation of same question, by indicating another child, or 
saving 'some one else' 
Factual narrow question (FN) 
Factual nroaa ambon  lFBl 
1 Wnat s largest nver in Kenya caiied? 
1 Wnat did we sav rlvers orovide us wltV 
I ,  I 
ThoughUreasoning question TIR 
Instruction 
I How do you think a river can be a help to a community? 
I Get vour books out. 
Miscellaneous I Input which does not fit in with other categories 
In this Chapter I have described the development of the classroom 
observation framework from Stage 1 to Stage 2 of my study. I have 
shown how the process of developing the schedule led to an initial 
analysis of the discourse practices in Kenyan classrooms. I have also 
highlighted that the development of the observation schedule was a 
central feature of my research and consumed the greatest amount of my 
a5 
CHAPTER 4 
study time. However, I considered the time spent worthwhile as it led to 
the development of a schedule which was meaningful within the Kenyan 
context. The schedule avoids the limitations, discussed in Chapter 3, of 
pre-determined codes yet provides an analysis framework. In the next 
chapter I describe the parallel development of the other main research 
instrument, the questionnaire. 
This Chapter describes the final stages in the dexelopmcnt of the 
questionnaire which was used in Stage 2 of‘ my study. It also discusses 
the way in which the questionnaire was administered, the sample and the 
ethical considerations. Finally it sewes as a foundation for the 
triangulation of the research findings in Chapter 6 .  by providing a brief 
description of the data manipulation process for the three research 
instruments - the questionnaire, the observation schedule and the 
interview framework. 
Questionnaire used in Stage 2 
The overall structure of the questionnaire for this EdD study did not alter 
from that adopted in Stage 1; there were three sections exploring 
teachers’ general attitudes. teacher initiation strategies and teacher 
feedback methods. 1 lowever, alterations were made to the 
questionnaire’s layout; questions and responses were ’boxed’ ‘so they 
would stand out more clearly (Appendix 7). Also, some of the response 
methods and the wording of a few questions were altered following the 
Stage I findings. 
I had found that teachers were generally positive about what could be 
described as the unorthodox approach of adopting different response 
methods in the questionnaire. In the informal intervie\ns in Stage 1 they 
described the different response methods as being both appropriate to the 
individual sections and helpful in sustaining their interest. However, 
there was some dissatisfaction expressed with the numerical calibration 
of the 1,ikert Scale - used in Section B. The respondents felt that each 
calibration needed to he quantified descriptively, through the use of 
adjectives such as, ‘a few’, ‘a lot’ and so on. Therefore, in Stage 2, I 
added descriptors to the calibrations, although this was not an easy task 
(Appendix 7). 
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Views on classroom talk 
Perception of own dassroom discourse practices 
Perceptions as to influences on classroom discourse 
praclces 
Teacher initiation strategies 
Teacher evaluation strateaies 
Similarly, the teachers in Stage 1 reported the selection of only one 
response to questions in Section C as restrictive. However, the pilot 
questionnaire - which had required teachers to rank all the responses - 
had also proved unsatisfactory - so I decided in Stage 2 to restrict the 
respondents to selecting three responses in Section C. In addition to the 
questionnaire's response method, the language and structure of some 
specific questions was modified. For example, some teachers had been 
unclear as to what the term 'whole class' meant; this term is used in 'the 
west' to distinguish between the different ways of organising learning. 
Therefore in Stage 2, questions which included this term were rephrased, 
although I tried to ensure that their intended focus on differentiation of 
children's learning was not lost. For example, Question 7 was altered 
from 'Iprefer to teach the same lesson to the whole class .... ' t o  ' Do you 
think all pupils in a class should be doing the same tasks at the same 
time? '. Other modifications to the questionnaire for Stage 2 included an 
additional response of '@we leaders' to Question (2), which asked, 
'How do you think most Kenyans view children?'. Any uncertainty I had 
about the relevance of this response was shown to be misplaced when it 
was selected by over 60% of the respondents. 
(Questions 4,8,24)  
(Questions 1 and 2,9,10,11,30,31)  
(Questions 15,17,18, 19, 20,21,22,23) 
(Questions 25,26,27,28,291 
Finally I carried out some refinements myself, such as rephrasing the 
stem statements of Section A as questions, and adding another question 
which explored the 'disadvantages' of group work alongside their 
advantages. The questionnaire administered in Stage 2 of this EdD study 
is shown in Appendix 7, and Figure 5.1 below shows how the questions 
related to the subsidiary research themes. 
Figure 5.1 Themee of the questlonnain used in this study 
I 
I (Questions 7, 8, 12. 16, 30) 1 General teaching approaches Lsed 
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Questionnaire sample 
The sample for the EdD questionnaire was 359 teachers who were 
selected, like the observation sample, on the basis of their 
‘representativeness’ in terms of the school’s size, location and its cultural 
and economic environment. In accordance with these criteria two 
regions were chosen - Kajiado and Kirinyaga Districts. The first, 
Kajiado (also a focus for some of the classroom observations), is a vast 
district bordering Tanzania on its west side, the Coastal Province to the 
south and the Serengeti plains to the east. Most of its inhabitants are 
Masai pastoralists, living a nomadic life on the semi-arid land, with a 
continuous search for food and water for their cattle. Some areas within 
the district have more favourable climatic conditions and here arable 
farming is practised; this has led to more ethnic diversity. Overall, the 
disposable income of the people within the district is low and poverty is 
widespread, affecting both school enrolment and retention rates. Another 
factor contributing to low school enrolment in Kajiado is the negative 
attitude which the Masai people often have towards formal education 
(Sankale, 2001). 
The second sample district, Kirinyaga, lies in the Central Province of 
Kenya and covers an area which extends to about 50 miles north-east of 
Nairobi (Kanja, 2000). It has diverse geographical features, with hot and 
dry plains to the south where the major economic activity is rice crops. 
In the middle, cooler part of the district, coffee is the main crop and 
further north tea farming is predominant. Kirinyaga is rated as a ‘high 
potential’ district, although it includes what Kenyans describe as ‘pockets 
of poverty’ (Kanja, 2000). 
Information about the teachers was gathered through the preliminary 
section of the questionnaire; this related to the gender of respondents, 
years of teaching experience and the Standards (Classes) they taught 
(Appendix 7). The total sample of 359, comprised 226 female teachers 
(59%), and 133 male teachers; this reflected a higher proportion of 
women than the national average, which is 41% female. However, the 
national average is lowered by the scarcity of women teachers in the 
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northern, Muslim, areas of Kenya and the questionnaire was, therefore, 
fairly representative of other areas. In relation to their teaching 
experience, the highest proportion of both men and women teachers had 
taught for between 6-1 1 years; details of the sample are shown in Figures 
5.2 and 5.3. 
Figure 5.2 Questionnaire sample - Years of teaching experience' 
Female teachers -226 
Male teachdm -133 
Figure 5.3 Questionnaire sample - Standards taught by teachers' 
Female teacbcrs 4 2 6  
Preschool' Standards 1 - 3 Standards 4 - 8 
4 3 2  =I40 
\ 
In bath groups 
=12 
Male teachers =I33 1 
1 Standards 1 - 3 Standards 4 - 8 =I2 =I24 \ c 
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The above Figures and Appendix 8 show the ‘representativeness’ of the 
sample, but also highlights issues such as the low numbers of male 
teachers in pre-school and lower primary classes. 
The preliminary section of the questionnaire also asked for information 
about the schools themselves (Appendix 7). As Denscombe (1982) 
discusses, the school’s external environment is likely to influence the 
internal environment, and this is particularly so in Kenya with its 
educational cost sharing policy. The economic and social status of the 
external environment can affect the school’s enrolment, its level of 
resources and the motivation of the teachers. Consequently, I asked the 
respondents to classify their school within the following three areas: 
Ruralorurban 
rn Largeorsmall 
rn Poorly resourced, adequately resourced, well resourced 
However, in hindsight, a limitation of the questionnaire design was that it 
did not provide parameters to assist teachers in determining the relative 
resource level of their school. This led to differences between the 
teachers’ evaluation even within the same school, with some describing 
their school as ‘poorly’ resourced whilst others perceived it as 
‘averagely’ resourced. To counter this design weakness I introduced 
another category at the analysis stage, so that schools which had been 
described by the teachers as both poorly or averagely resourced were re- 
classified as ‘poor/averagely’ resourced. None of the schools were 
deemed well-resourced - this was endorsed by my Ministry colleagues 
who were familiar with the geographical area, as well as with national 
standards. Schools were therefore classified as either: 
rn poorly resourced 
rn poor/averagely resourced 
rn averagely resourced 
Details of the schools are given in Figure 5.4 below. 
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Questionnaire sample. Types of schools 
I I I  
0 
\ 
-
H o w  r e s o u r c e d  
0 Poorly 
2 Poorlaverage 
1 Poorly 
9 Poorlaverage 
The higher proportion of rural schools in the sample reflects the national 
pattern and their resource level is also generally representative of Kenyan 
primary schools. As discussed earlier, the sample for both the classroom 
observation and the questionnaire was selected to be reasonably 
representative. It was not, however, the focus of this EdD study to 
compare and contrast findings within the different categories, for 
example, in relation to the gender of the teacher or between teachers fiom 
rural or urban schools - although the data generated could facilitate future 
explorations of this nature. 
Ethical considerations in the questionnaire 
adminirtratlon 
Before the distribution of the questionnaire an informal interview took 
place with the Headteachers; this was to describe the purpose of the 
questionnaire and to ask for permission to distribute it amongst the 
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teachers. If the Headteacher agreed, the questionnaire administrator, a 
colleague of mine from the Ministry, talked to the teachers during a break 
time. Here they explained the purpose of the questionnaire in 
contributing to research being undertaken, and described its general 
focus. There did not, however, given any detailed input about the 
questionnaire's specific focus on the role of talk, as this might have 
prejudiced the results (Cohen and Manion, 1995). After providing this 
overview, the administrator described the structure of the questionnaire 
and its response methods, and a date and time was agreed upon for the 
collection of the completed questionnaires. 
Throughout, it was emphasised that completion of the questionnaires was 
entirely voluntary and teachers were also assured of their anonymity - 
they were asked not to write their names on the completed questionnaire. 
Teachers were also informed that no record would be made of the 
number of teachers in a school, so that this data could not later be cross- 
referenced with the number of questionnaires collected. However, 
although this supported the ethical principles of the process it did mean 
that it was not possible to be precise as to the rate of return, although it 
was estimated at being about 90%. This high rate of return was most 
likely because of the questionnaires being collected at an agreed time and 
date; requesting the teachers to post the questionnaires would have likely 
led to a much lower rate of return, particularly in the rural areas where 
there are no post offices. 
Another possible influence on the high rate of return is a cultural one, as 
the Kenyan people tend to respond positively and willingly if asked for 
support. However, it was also likely that we had inadvertently benefited 
from what Festinger and Katz (1995) describe as the 'economy of 
seeking assent and co-operation' for research by 'going to the very top of 
the organisation or system in question'. With the administration of the 
questionnaire through a Ministry of Education officer, and its further 
endorsement by the Headteacher, it was more than probable that the 
teachers would take the time to complete it. I am not sure how this 'top- 
down' approach could have been avoided, as any communication with 
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Kenyan schools has to go through the appropriate Ministry channels. 
Again, as with the classroom observation, my only strategy to counter 
this was to assure teachers of their anonymity and express my gratitude. 
One consideration here is that if the teachers did feel pressured to 
complete the questionnaire it might have influenced the responses they 
gave; teachers might have tried to select what they considered the ‘right’ 
answer. However, the way in which the questions were phrased and the 
response methodology adopted meant that even if there were ‘right’ 
answers, determining them would not be easy. Similarly, any attempt to 
select ‘right’ answers would in itself generate interesting data about the 
teachers’ perceptions of good practice. 
In this section I have described the administration of the questionnaire, 
the sample and the ethical considerations. In the next section I describe 
the data-based analysis process of the questionnaire and observation 
schedule and give a brief description of the analysis of the interviews. 
The process of analysis 
The questionnaire 
To support the analysis of the questionnaire, a replicate was created in a 
database software application. All the teacher responses, including the 
school and teacher information, were keyed into the database (Appendix 
9). Initially the data was entered on an Acorn RISCos computer, using a 
package called Data PowerTM. It was later moved into MS Access and 
MS Excel, which allowed the information to be inserted into my work in 
the form of tables, facilitating totals and averages. 
As discussed earlier, in total there were three hundred and fifty nine 
(359) questionnaire respondents. However, the number of responses to 
any one question varied between 351 and 420, an anomaly due to 
individual teachers not responding to some questions, or selecting more 
than one response to others. To counter this I calculated the percentage 
level of a specific response in relation to the actual numbers of responses 
to that question. 
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The first two sections of the questionnaire required only one response to 
each question, so the collation of this data was relatively straightforward 
(Appendix 7). However, Section C, Teacher Evaluation, required 
teachers to rank their first three responses and this proved more 
problematic. Here, for each question, the number of times a response 
was ranked first, second or third was noted - if a teacher ranked two 
responses as their first choice this was also included; this process enabled 
me to determine the most popular responses. I also compared the 
overall weighting of each response, by allocating three points to a first 
choice, two points to a second and one to a third, and then totalling the 
number of points for each response. Generally, the responses ranked first 
were also those with the highest weighting, but there were some 
discrepancies; these and their implications are highlighted in my 
discussion (Appendix IO). 
As well as the quantitative analysis of the questionnaire findings, I 
reviewed the written comments made by the teachers; these had been 
initiated by the inclusion of ‘Other’ in the optional responses given in 
Sections A and C. Interestingly, even when ‘Other’ was not selected 
some teachers had chosen to add comments; one example of this was 
Question 12, which addressed the issue of variation in teaching 
approaches in the three subjects. Here 89% selected a definite response, 
but 112 teachers - approximately 36% of the total respondents - also 
added a comment. I reviewed these comments in terms of the main issues 
they highlighted and then categorised them accordingly (Appendix 11). 
The observation schedule 
For the analysis of the classroom observation, every input was coded 
according to the categories shown in the Framework (Figure 4.3, page 
85) and manually counted. This data, as with the questionnaire, was 
entered into Data Power and subsequently transferred into Access and 
then into Excel. The Access application facilitated interrogation of the 
data - about the frequency of use of specific discourse strategies - and it 
also enabled an exploration of the relationship between teacher discourse 
strategies. The Figure helow and Appendix 12 show the results of a 
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search for every line in the transcript containing a 'Yes' in the 'E' 
(Explanation) field in the 'Q' (Question) field. 
Figure 5.5 Database query -Transcript 10, Engliah lesson. Query - find occurrences of ' E  
(explanation) AND 'Q (question) together. 
In each lesson the frequency of a discourse category, such as 
Participative Strategies or Questions, was considered against the overall 
number of teacher turns. For example, if a Participative Strategy 
occurred in ten out of twenty teacher-tums, it would be described as 
occurring in 50% of all teacher inputs. The sub-categories of the 
Participative Strategies and Questions were also considered in relation to 
their main category, not the total teacher input. I also noted the highest 
and lowest occurrence of a particular discourse strategy within a subject, 
and its mode and median. 
The data on individual lessons was then amalgamated according to the 
subject area; this supported a consideration of the discourse strategies 
within and across the subjects. A total of 2,134 teacher and 2,115 pupil 
inputs were classified, and their classification was manually cross- 
checked. With the complexity of the observation framework and the 
overlap between some of the categories, there was sometimes a small 
margin of error in the final data; this is only between 1 and 2 percent and 
is clearly indicated in the tables of data. 
The intetview transcripts 
In my analysis of the Interview transcripts I first of all read through all 
the transcripts to verify that the themes identified earlier were still 
appropriate. In this process I highlighted another recurrent theme which 
was of significance to the analysis - issuedproblems. As discussed in 
Chapter 3, the interview themes correlated with those explored in the 
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questionnaire and the observation framework. Quantitative analysis of 
these themes was not appropriate and I literally cut and pasted teachers' 
comments - in relation to the subject area and then, within that, to the 
cross-cutting themes. When the data generated by each of the research 
tools had been collated, the findings were triangulated and their 
relationship to the literature review considered. 
In this Chapter I have described the final stages of the development of the 
questionnaire and its administration. I have also given an overview of the 
process of data manipulation for each of the three research instruments. 
This chapter has also served as a link between the detailed and lengthy 
discussion of the development of the classroom observation framework 
and the analysis of the research findings. 
In the previous three Chapters, I have described the development of my 
research approach and the contribution of Stage 1 to the process. I have 
also discussed how the design of an appropriate framework for the 
observation led to some initial analysis of the discourse in Kenyan 
classrooms; the presentation of my research findings in this chapter 
therefore builds on this initial analysis. My discussion of the analysis 
process reflects the triangulated research approach which was adopted by 
considering the findings from the three instruments and highlighting 
consensus and contradictions. I begin this chapter by describing, with 
reference to the lesson transcripts, the typical pattern of classroom 
interaction which I observed in this study. 
As my field notes and the lesson transcripts show, the pattern of 
classroom interaction varied little between lessons or across the three 
subjects. Lessons commenced with an introduction by the teachers. 
This sometimes followed on from an initial greeting to the children, but 
often the teachers began by referring to what had been leamt in the 
previous lesson: 
Teacher okay the other time who can remind us of 
what we leamt? we learnt the other time 
together what we leamt? Kennedy? 
(Refraction, LU2) 
T So in our previous lesson (.) we were 
discussing about the area of (.) rectangles ( ) 
no with this (.) figure here (.) what name do 
we call the figure on the board? Yes? 
(Area of Borders L1/2) 
In most of the lesson which I observed the focus appeared to be a 
revision of a topic previously taught, rather than the development of a 
concept or an introduction of new ideas. This focus was confirmed by 
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elicited choral responses on a few occasions, or never at all. This 
inconsistency was similarly reflected in the interviews, where for 
example, one teacher described how she disliked choral answers, because 
they signified ‘ti luck qf discipline ’ (Germinalion, L78’79); despite this 
sentiment, 64% of all pupil responses in the observed lesson were choral. 
kfowever, as discussed earlier, teachers’ responses to questions about the 
practice could vary according to the phrasing of the question; choral 
responses would be more likely to be acknowledged if‘ the question did 
not appear .judgemental. Some interviewed teachers, for example, were 
more positive about choral responses, describing them as a means of 
providing an opportunity for pupils to ’imitate’ and to ’,join in’ 
(Properties of Mutter, LIWl9) .  One teacher also suggested that they 
could help children to develop confidence, 
.r ’. . . the fear ones to get the courage next 
time when they know the answer they will 
be able to lift their hands’ 
(Money. L43/4-) 
However, even where choral responses may encourage some level of 
pupil participation, the question is at what cost to children’s cognitive 
and linguistic development. Choral responses, by their nature, will be of 
a low cognitive level and similarly are unlikely to enable children to 
experiment with ideas or language. It is more probable that individual 
responses will place higher cognitive and linguistic demands upon the 
pupils. In this study individual pupil responses accounted for, on 
average, between 45% and 58% of’ the total pupil responses across the 
three subjects. However, other factors which influence pupils’ 
participation make this data misleading. One is that the low teacherppil  
ratio, between 1:45 and 1:75, meant that opportunitics for individual 
children to respond were limited. Secondly, the problem of low 
participation was further exacerbated by the number of children who 
raised their hands to respond to a teacher’s elicitation; my field notes 
reflect how in some lessons, only four to five pupils’ hands might be 
raised (Discount and Sule Price, New Words, The Drumu Festivul, Work 
and Forces, Vofume). Rather than challenging this low level of 
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participation. teachers actually endorsed it through the criteria they 
applied in selecting a respondent. Just over 50% of the teachers in the 
questionnaire sample said they selected from amongst the pupils with 
their hands up (see Figure 6.4 below). 
Figure 6.4 Questionnaire - (125: Criteria for selecting pupil respondent 
As Figure 6.4 shows, a further 25.5 % of the sample described using 
‘random’ selection procedures - although in my observation it was noted 
that ‘random’ selection was carried out in relation to those who had 
raised their hands; this approach was also endorsed by the interviewed 
teachers: 
In the in1 
Teacher 
/Vew Words, LY3) 
‘ I  just choose at random the one I feel like‘ 
I’ ‘you select any’ 
(Words, L6f;). 
7‘ 
( Trranscript I Y, Interview only, L55) 
’1 select randomly I select randomly’ 
‘I’  ‘ I  just random‘ 
(Proprrtie.r. uf Matter, L Y X )  
rviews teachers described other criteria they used to selec a 
respondent, such as by the ability of the group or according to the class 
seating arrangement (New Words, L56-61, Opposites, L2Y); although, 
again my observation suggested that whatever the initial criteria, the 
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ultimate selection was drawn from pupils who had their hands raised. 
Some teachers did talk about selecting children who had not raised their 
hands, as a means of encouraging participation and building their 
confidence: 
1 eacher I just pick 1 don’t pick the ones who has put 
his hand first because I want everyone to 
participate and I also want to see those ones 
who are not following so in most cases I 
choose those ones who are not participating 
much., , .. , , because I know they are fearing 
they don’t h o w  the answer and I would like 
to help them’ 
(Pluruls, L I  7-20) 
Others talked of selecting those without their hands up to ensure that they 
‘were concentrating’ (Journeys, L4X), or to ‘.. .awaken them sometimes ’ 
(Drumti Festivnl, L85). This selection of pupils as a ‘disciplinary 
measure’; was endorsed by 18.5% of the questionnaire sample (see 
Figure 6.4, question 25). Generally, however, my field notes suggest that 
this practice was unsuccessfui, as the children who had not raised their 
hands were unable to answer the question; again, this implied a lack of 
understanding rather than a lack of confidence. 
The way in which teachers selected respondents actually reinforced the 
low level of pupil participation; by choosing a child from amongst those 
with their hands up teachers were not acknowledging that the majority of 
their class were either not willing, or not able, to contribute to the lesson. 
In summary, the choral responses, low participation and limited selection 
criteria meant that although 50% of the responses could be classified as 
Individual, there was little opportunity for any one child to participate in 
class discussion. It further illustrates that the observed turn-taking 
pattern of classroom discourse, as Figure 6.1 might imply, was not one of 
equity. 
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4.5% of all responses in science lessons, 11.7% in Maths and 1 1.5% in 
English lessons. 
Longer pupil responses in the maths lessons were, as discussed earlier, 
often numerical. In my coding system, numerical answers were 
transcribed in full and then each word counted. for example 102 was 
written as one hundred and two and classified as a four letter word. The 
occurrence of numerical responses in maths lessons, as shown in Figure 
6.12 on page 1 18, accounted, on average, for 35% of all pupil responses. 
The nature of these numerical responses is discussed in greater detail 
later in this chapter. 
The data reflected in Figure 6.5 suggests that overall, pupils’ opportunity 
to respond at length to teacher initiations were limited; varying little 
between the three subjects. Also, contrary to what one might have 
assumed, there was no significant correlation between the length of pupil 
responses and their type - i.e. whether they were choral or individual 
responses. For example in one science lesson, Properties of Matter, 
although nearly 80% of the responses were individual pupil, 77% of the 
total pupil inputs were one-word and only 13% were of two/three words. 
Similarly in another science lesson, Senses. 71% of the responses were 
from individual pupils, but again a majority of 77% of these responses 
were of one word, with 14% of twoithree words; this could be seen in 
other lessons too (Money, Area of Borders, Plurals, Drama Festival). It 
appeared that the only opportunity for longer pupil input occurred in 
English lessons, when children read aloud. Choral or individual reading 
occurred in each of the observed English lessons, constituting 18% of 
pupil input in one lesson (Plurals), but on average 8.3% of all responses. 
However, it could be argued that short pupil responses are not a 
reflection of the intellectual or linguistic demand of the teacher’s 
question; for this reason the third dimension of my analysis framework 
for pupil response was the nature of their responses. As discussed in 
Chapter 3, it was Edwards’ and Mercer’s description of ‘cued elicitation’ 
which had helped me to develop the classification of Participative 
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Strategies; this term was used to describe both the nature of the teacher 
initiation and the pupil response elicited. For example, a Direct 
Completion could only be classified as such if the teacher initiated the 
completion o f a  sentence or word and the pupil complied: 
Teacher the area of the heat is the same as the area 
which is? 
P shaded 
(Areu of Borders. L69170) 
Four related approaches were encompassed within the term Participative 
Strategies, each is discussed in greater detail in Chapter 3: 
Direct Repetition (DR) 
Direct Completion (DC) - teacher omission of the last 
word or words 
Direct Repetition Completion (DRC) - which i s  a 
combination of both DR and DC 
Direct Yes or No (DYN) - the elicitation of an affirmative 
(yes) o r  negative (no) response. 
= 
In exploring the third dimension of pupil response, I analysed the lesson 
transcripts in relation to their level of Participative Strategies (PS). 
Figure 6.6 below shows the PS as a total percentage within each lesson 
and the average level of PS for each subject; it also gives the relative 
weight of each ofthe four strategies in relation to the total teacher input 
and to the category ofl'articipative Strategies as a whole. 
:igure 6.6 Teacher input using Participative Strategies 
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pupils to complete a sentence (DC). Yet. alternatively 37% of the 
teachers felt that either a lot, or all of the questions they asked were of 
this type; as shown in Figure 6.7. However, the question may not have 
been understood and therefore no conclusive statement can he made here 
about differences between teachers' perceptions and their practice. 
Figure 6.7 Questionnaire. 918: questions requiring Direct Completion (DC) 
ow many of the questions which you ask re 
~~~~ ~ . ~ ~~~~~ .~ ~~ 
. ~ ~ ~ 
Questions which elicited a yes or no response from the pupils were on 
average 21% of the Participative Strategies used in English lessons, 33% 
in maths and 41 % in science lessons (see Figure 6.6) and between 9- 16% 
of all teacher input. Again these findings were contradicted to some 
extent by the questionnaire response. where 86% of the sample said that 
they asked very few, or none, of this type of question. 
l h e  practicc of asking children to directly repeat something (DR) was not 
addressed in the questionnaire. It is generally acknowledged hq Kenyan 
educators to he a practice to avoid and I felt teachers mighl give a 
formulaic response to any question relating to it. However, Direct 
Repetition (DR) was observed in all three subjects; it was most prevalent 
in English lessons, for example in one lesson - Words and Pictures - it  
constituted 66% of all the teacher's input. Teachers in some English 
lessons used repetition to such an extent that it appeared almost a parody 
of the practice, as exemplified in the following example: 
leacher (pointing to h a r d )  
Choral excited 
I excited 
Choral excited 
1' repeat again 
Choral excited 
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Choral 
.r 
C h o d  
‘1 
C few 
’r 
C few 
T 
C Few 
T 
c few 
T 
C Few 
‘r 
‘r 
C Few 
c few 
here 
excited 
repeat 
excited 
this group here 
excited 
excited 
excited 
and the other one 
excited 
repeat 
excited 
repeat 
excitcd 
and that one 
excited 
again 
excited 
This discourse pattern was maintained throughout the lesson and was 
also the format for four other observed English lessons (New Words, 
Words, Opposites. Plurals). In science and maths there was less use of 
Direct Repetition, although it still accounted for an average of 26% of the 
Participative Strategies in maths lessons and 12% of the total teacher 
input. In science lessons, 15% of all Participative Strategies were Direct 
Repetition, which constituted 7% of the teacher input. 
reachers who were interviewed, however, did talk quite openly about 
their use of repetition. with several giving their rationale for asking 
children to repeat certain words or phrases. One teacher explained that 
repetition ‘gets inside their mind.s ‘...so that the children don’t forget it 
(Refraction, L68/,0). Similarly the teacher of younger children 
commented that if the pupils 
‘...repeat the word maybe several times like the word 
C W E R  6 
germination again say germination of seeds they will 
remember tomorrow germination and even at sometimes 
if I want them to really get the word I can write the 
word in bits’ 
(Germination, LYO-92) 
In English teaching the rationale was strongly linked to its perceived 
value in supporting children’s pronunciation; as one teacher pointed out 
children ‘can learn how to speak English by saying’ (Words, LSY). 
Another interviewed teacher described how she asked the pupils to 
‘repeat repeat again because it’s very hard for them ’ (New Words, L 2 0 ) .  
The teachers’ use of Participative Strategies to elicit a pupil response 
resulted in the verbal interaction between the teacher and pupil - which 
Vygotsky, (1962) describes as crucial for the development of children’s 
thinking - being most often only cursory. Alternatively adopting 
Participative Strategies enabled the teachers to control the discussion, 
direct their pupils’ thought and action and establish shared attention. 
Edwards and Mercer (1995) talk of such strategies as the teachers’ 
‘discursive weaponry’. One other strategy observed in this study to 
maintain children’s attention was the use of ‘pseudo’ questions - this, as 
discussed in Chapter 3, is where teachers raises their voice mid-sentence 
to imply a question. ‘Pseudo’ questions were a common practice in 
Kenyan classrooms and were also often adopted by the facilitators of 
adult learning at Ministry run workshops. In this study an average of 
between 30 - 50 of this type of question were asked across the three 
subjects, although teachers used this strategy more in English and maths 
lessons. In one English lesson - Drama Festival - the teacher raised 56 
‘pseudo’ questions in a total of 148 teacher inputs and in the science 
lesson, Senses there were 73 such questions out of only 88 teacher inputs. 
Teacher questions 
The categorisation for teacher questions developed in this study also 
related, to some extent, to both the teacher’s question and the pupil’s 
response. Questioning, as discussed in Chapter 2, is a key teaching skill 
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Highest 334 
Lowest 118 
Average 173.1 
and can help to motivate, sustain, and direct the thought processes of 
children (Wood, 1992). In this study. questions were defined as teacher 
elicitations which were more cognitively or linguistically demanding 
than Participative Strategies. Three categories were developed to 
describe the type of questions - Factual Narrow (FN), Factual Broad (FB) 
ThoughtiReasoning (TIR): these were discussed more fully in Chapter 3. 
20.9 95.2 41.2 5.6 
5.1 58.8 4.8 0.0 
12.9 73.4,: , ,  ~ -.B.$:' ' , '.. 0.8 
For each observed lesson, the total number of questions were calculated 
as a percentage of the overall teacher input and then the question types 
were calculated as a percentage of the total number of questions - see 
Figure 6.8. As with all the observation data the highest and lowest 
occurrence and the mode and median' were also identified; this provided 
another, often useful, perspective. 
Highest 
Lowest 
Average 
Figure 6.8 Teacher input - questions, highest, lowest and average by subject 
120 55 0 91 3 80 0 3 4  
33 15 2 20 0 8 7  0 0  
89.2 32.8 69.6 29,7 0.7 
Highest 
Lowest 
Average 
135 31.0 75,O 72.0 4.3 
37 16.1 28.0 25.0 0.0 
79.3 23.9 54.9 ,' ,,: , , ' : 0.7 
As Figure 6.8 shows, fewer questions were asked in English lessons with 
an average of only 13% of all teacher inputs including a question. In 
Maths' lessons 33% of all teacher input involved a question. whereas in 
science lessons, questions accounted for an average of24"h of all teacher 
input. In the questionnaire, 74% of the sample said they asked questions 
either often, or most of the time. No distinction was of course made by 
teachers between Participative Strategies and Questions, so the 
- 
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The third category of questions, Thought'Reasoning, occurred rarely - 
less than 1% of all teacher questions in English lessons. which was one 
question in seven lessons. In the extract below the teacher raised a 
ThoughUReasoning question during a review of a comprehension 
passage: 
'r can you think of other times when we say good 
luck to someone other times apart from that 
time ... 
if somebody go to another country 
when somebody is travelling to another 
country to America or Europe the time he or 
she is leaving you wish her good luck any 
other so many of them yes 
I' 
T 
(Drama F'estival L210/213) 
Ihis question elicited a relatively full pupil response, which the teacher 
elaborated on by introducing the word 'travelling' and then giving 
examples of countries where people might travel to. As other hands 
were raised the teacher asked for more responses to the same question; 
these elicitations I classified as Teacher Continuation (TC), (see Chapter 
3 )  as the teacher did not actually repeat the original question - for 
example: 
-r 
(Druma Feslivul, L223) 
any other you may think of yes 
'The lively interaction which resulted from the original 
'l'hought/Reasoning question provided the pupils with the opportunity to 
share their own experience and this in turn initiated fuller responses. 
'There were also other examples of teachers eliciting longer responses by 
asking Factual Broad questions (New Words, Journeys. Drama Festival, 
Vocabulary). Overall, however, teachers in English lessons did not ask 
either Factual Broad or ThoughUReasoning questions. Alternatively they 
employed Participative Strategies, asked Factual Narrow questions and 
elicited Choral responses; the outcome of which was a high level - an 
average of 61% - of one-word pupil responses. Longer responses in 
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It was as if when faced with teaching more complex mathematical 
concepts. the teachers relied on Factual questions, or Participative 
Strategies, hased on simple calculations, to move the lesson foiuard. By 
asking Factual Narrow questions and employing Participative Strategies, 
maths teachers were ostensibly ‘covering’ the more complex areas of the 
mathematics curriculum. However, this practice meant that few 
linguistic demands were made on the children and thcy were similarly 
deprived of the opportunity to develop mathematical understanding at an 
appropriate conceptual level. Furthermore. it was not just detrimental to 
their mathematical development. but did not even enable the pupils to 
succeed within the remit of the Kenyan examination system. This 
tension was directly acknowledged by one interviewed teacher, who 
described how his own teaching strategy - of asking mainly ‘direct’ 
questions - conflicted with that of the KCPE examination which 
consisted of ‘more tricky’ questions, which required pupils to reason 
(DIvcount and Sale Price, I.104). 
Factual Broad questions, the second category used to classify teacher 
questions, accounted for on average 29% of teacher questions i n  maths 
lessons. These questions usually elicited longer and more thoughtful 
pupil responses, for example: 
‘r yes they are parallel what do we mean by 
the word parallel‘? what do we say there are 
parallel? what do we mean? who can 
remember? 
the two lines will never meet 1’ 
‘r the lines will never? 
c few meet 
( Geometrv, L 3 6/40) 
Another example of a Factual Broad question occurred in the lesson 
‘Area of Borders’; here the teacher was asking questions about a diagram 
he had drawn on the chalkboard: 
T you get 120cm square that’s the are (.) now I 
am going to draw another rectangle inside 
119 
CHAF’TER 6 
the big one (.) in our rectangle it measures 
9 cm x 5cm (.) we shade this one (.) so tell 
me which area is shaded?yes‘? 
I’ the small area 
‘r the small area the small rectangle inside the 
big one which is 9 by? 
(Areu o fhrders ,  L15/19) 
However. although in the above examples the Factual Broad questions 
elicited a more thoughtful response the teachers did not take the 
opportunity to further probe the pupil’s response; a strategy would might 
have helped them to ascertain the pupil’s understanding as well as 
explore that of the other pupils. 
As with the other two subjects, the third category of questions - 
‘I‘houghtiReasoning - accounted for a very low percentage (1.5%) of all 
teachers’ maths questions; in total this was a single question in one 
lesson. The extract helow shows how the teacher raised a 
ThoughtIReasoning question to clarify a pupil’s response; in this example 
the teacher appears to be making a genuine enquiry as to how the answer 
had been reached: 
P 
T 
P 
i t  is 55 plus 2 
where do you get 2? 
this from from the (.) plus em school 
compound to the road plus em the road is 
one plus yes another side is one it becomes 
2 ,55  + 2 = 57 
so this will be 57’ 7 
I’ yes 
-1 very good yes we have 1 metre here so if 
you add here it will be 55 + 2 metres equals 
57 somebody else now give us the width.. . .. 
(Area ofBorder.7, L222/229) 
- 
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T 
Choral solid 
(Properties of .Ma[ter, LY 7/98) 
this is a solid what about this pen of mine? 
Or, they required pupils to answer simple recall questions, for example 
1' 
(Lund and its Ilses, LY2) 
where do we get milk from 
1' 
(tierminution, L45) 
. . .  how many seeds does a mango have?yes? 
A higher proportion of the questions in science lessons were Factual 
Broad than in the other two subjects; on average they constituted 44.5% 
of the total number of questions. In one lesson, Work and Forces, 72% 
of all the questions asked were Factual Broad, and here the teacher used 
different approaches to formulate the questions. In one instance, he 
reinforced a simple demonstration he had just carried out: 
.r so that is a push?yes that one I have done eh 
good (.)what is happening? What have I 
done? 
you are pushing the desk L' 
(Work and Forces. L-11143) 
This served not only to directly link everyday language with fmiliar 
action, but also to link the pupils' first hand experience with a scientific 
explanation. 
Later in the same lesson, the teacher asked the pupils to think ahout the 
time it would take to cycle or walk from a known local place, again 
linking children's own experience and the scientific concept being 
taught: 
'1' we start at the same time who will be here 
earlier than the other'? 
the one who is using a bicycle P 
(ihid, LH0/8/) 
122 
CHAPTER 6 
A third strategy which this science teacher adopted in formulating a 
Factual Broad question was to reinforce a correct answer by challenging 
the children and in the process evoking humour: 
T to do what?why don’t you use razor blade? 
(laughter) why don’t you use a razor 
blade?can you tell me why why why don’t 
you use razor blade you said panga but I 
think I should use razor blade 
because razor blade is too small P 
(ibid L331/334) 
All three examples given above highlight the greater demands of Factual 
Broad questions on pupils’ conceptual thought and language. Although 
overall the participation in this particular lesson was poor, when a 
Factual Broad question was asked it encouraged pupils to give longer and 
more thoughtful responses. 
In science lessons, as in maths and English, ThoughtReasoning 
questions featured rarely; only one was noted in the five observed 
lessons. This occurred in the middle of a lesson where the teacher had 
been relying heavily on Participative Strategies (23%) and Teacher 
Continuation (39%) to move the children through the topic ‘Properties of 
Matter’: 
T there is also another state of matter that you 
did not mention but we feel that is there we 
feel is there that is why we are putting on 
sweaters which type of this?am talking about? 
P liquids 
T liquids very good yes? 
(Properties of Matter, L76/78) 
Despite there being only one correct answer to this question (and not the 
one given!), it did demand slightly more of the pupils than a Factual 
Broad question; it required them to relate their everyday experience to 
the scientific phenomena of ‘matter’. However, the way in which it was 
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structured, like the other teacher initiations, resulted in only a one or two- 
word pupil response; 76% of pupils' responses in this lesson were one- 
word. 
An important consideration in the occurrence of teacher questions in 
science lessons was their relationship to the elicitation strategy of 
Teacher Continuation (TC). As discussed earlier, I had developed the 
term Teacher Continuation to describe teachers' practice of eliciting 
more than one response to an initial question, without actually repeating 
the original question, for example: 
T can you tell me in order the animal that 
gives us milk 
Choral teacher teacher teacher 
T Yes (TC) 
P cow 
T 
P camel 
yes kamoja kwa yeye yes very good (TC) 
T camel yes another one (TC) 
P hen 
(Land and its Uses, L95/103) 
T 
P table 
the sun mention any other example of a solid 
T table (TC) 
P doors 
T doors (TC) 
P biscuits 
T biscuits are solid what else? (TC) 
(Properties of Matter, L194/204) 
On average in all the observed science lessons, 23% of teacher input 
could be classified as Teacher Continuation (TC); in four of the six 
lessons this discourse strategy occurred as frequently as Questions; both 
strategies together constituting on average half of all teacher input. In 
science lessons, therefore, the total number of questions asked was 
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actually much higher than the data initially indicates. In three lessons the 
use of TC increased the percentage of teachers questions as follows: 
Land and its Uses - 60% of all teacher input included a question; 
Properties of Matter - 64% of all input was a question and in Senses - 
54% of all teacher input was a question. Teacher Continuation could be 
derived from either a Factual Narrow or a Factual Broad question - 
although the former was more likely. 
Pupils were not observed in any science lessons undertaking practical 
work themselves and were therefore had no opportunity to raise their 
own questions, particularly those related to the scientific process skills, 
such as prediction and analysis. The role of the teachers’ questions in 
science lessons - as in English and maths - seemed to be to prevent the 
pupils from being confronted with cognitively demanding ideas. 
Teachers in the observed lessons did use demonstration, but only in one 
lesson - Work and Forces - did it appear to give rise to more emphasis on 
Factual Broad questions. Overall, as with the use of teaching aids in 
English and Maths lessons, teacher demonstration contributed to the 
same pattern of classroom interaction. 
In the interviews, however, the science teachers talked positively about 
pupils’ perception of science. Unlike their maths’ colleagues, they did 
not think that children were reluctant to apply themselves to science; 
alternatively some of the teachers described how the practical nature of 
science made the lessons enjoyable for the children (Land and its Uses, 
Work and Forces). Yet despite this interest, the teachers still relied to a 
large extent on Participative Strategies and Factual Narrow questions, 
rather than trying out different teaching approaches and discourse 
strategies. 
Teacher feedback strategies 
If as this study suggests, the emphasis of Teacher Initiation is on 
Participative Strategies and Factual Narrow Questions, then the role of 
Teacher Feedback is even more crucial. Through feedback, teachers can 
help to motivate children, scaffold their thinking and create links between 
125 

CHAPTER 6 
Another teacher described how when 
'they get the correct answer eh there is a clap for the 
winners' 
(Words, L92) 
Class clapping for a correct answer was a strategy mentioned by several 
of the interviewed teachers - Plurals, Germination, Land and its Uses - 
but its application was only endorsed by 3.4% of the questionnaire 
sample. 
As discussed in Chapter 3, the role of praise in encouraging and 
motivating pupils is debatable. However, if the teacher is explicit about 
why a child's response merits praise, it can help to support the cognitive 
and linguistic development, not only of the pupil but also of other pupils 
in the class. Similarly, praise can be used as a springboard to challenge, 
or to probe the children's thinking. However, neither of these strategies 
were observed in this study; alternatively teachers used praise in the 
following ways: 
They would invite the class to clap without giving any comment on the 
pupils' response: 
T okay clap for her 
(Words, L57) 
Or, they would give praise and move immediately on to another pupil: 
P fish 
T good Katana 
P fish 
(New Words, LI 71) 
Praise sometimes served as both teacher feedback and elicitation, for 
example: 
P calabashes 
T calabashes very good can you spell for us 
the word calabashes? 
(Plurals, L 124) 
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Or, praise was used to elicit a pupil repetition of an answer: 
T hooves very good we don’t call them hoo 
ves we call them what? 
(Plurals, L180) 
Although the interviewed teachers stressed the importance of praise, in 
practice it was not easily facilitated by the overall structure of the 
classroom discourse. With the low demands made on the pupils through 
the use of Participative Strategies and the elicitation of choral answers, it 
was unlikely that pupil responses would warrant teacher praise. The 
following comment by one teacher perhaps encapsulates the paradox 
teachers faced between their ideas of good practice and the reality of the 
classroom: 
T I am suppose(d) to reward orally maybe 
good very good excellent sometimes like 
that though this time I could not use those 
comments but that is what I am supposed to 
do 
(Discount and Price, L38/39) 
Another feedback strategy identified in the questionnaire was the teacher 
asking the class if the pupil’s response was correct; this practice would 
be likely to stimulate classroom interaction and help to make it less 
teacher dependent. Just over 40% of the questionnaire sample said they 
used this strategy to provide initial feedback to a correct pupil response, 
and 27% of the sample said they used it as feedback to an incorrect 
answer. However, the strategy was rarely seen in the observed lessons 
and therefore did not ultimately form part of my observation framework. 
Similarly, there was a contradiction between teachers’ perceptions and 
their observed practice in relation to their repetition of questions. If a 
question was not answered, or it was answered incorrectly, 29% of the 
questionnaire sample said they would repeat the question, but in the 
observed lessons in all three subjects, ‘Repeated Questions’ accounted on 
average for less than 5% of the teacher input. I realised that this 
mismatch between teachers’ practice and their perceptions was because of 
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their emphasis on Participative Strategies and Factual Narrow questions; 
this ensured that there were few ‘wrong’ answers and teachers therefore 
rarely had to repeat questions. 
One feedback strategy which was endorsed in both the questionnaire and 
the observed practice was that of repeating the pupil’ correct answer. In 
the questionnaire 28% of the teachers felt this was their most typical 
feedback strategy and the overall points allocated to this response (399) 
reflects that it was also the second or third choice of many of the 
teachers. My own observation reinforced the teachers’ perception of the 
regularity of this practice; in science lessons an average of 40% of 
teachers’ input included a repetition of the pupil answer - in one lesson it 
occurred 63% of the time (Properties of Matter). Repetition of pupil 
responses constituted on average 26%, of teachers’ input in maths 
lessons, and in English lessons it accounted for 19%. Other studies have 
suggested that teacher repetition of a pupil answer is an indication of an 
incorrect response (Edwards and Mercer, 1995). However, this was 
rarely its purpose in Kenyan classrooms where, it served alternatively as 
an endorsement of a correct answer. By repeating the pupils’ answer the 
teacher could use this feedback strategy to move on with their 
explanation. 
As discussed in Chapter 4, teachers’ explanations were a key feedback 
strategy and in this study the term ‘explanation’ encompassed, teacher 
rephrasing, elaborating and evaluating. Explanations occurred most 
frequently where there was ‘content’ to be covered; for example in 
science lessons they occurred in 29% of teacher input and in maths, 35%. 
Alternatively, in English lessons they constituted on average only 11% of 
teacher input; this reflected the emphasis on vocabulary, repetition, 
pronunciation and comprehension of passages, rather than on 
understanding, meaning and fluency. One-third of the questionnaire 
sample endorsed the use of explanation; many teachers also chose 
‘elaboration’ on a child’s response as their second or third most likely 
feedback strategy. A further 14% of the sample said they would 
‘rephrase the pupil’s answer’. 
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Teacher explanations were not, as discussed earlier, always easy to 
follow; one reason for this was that they were often interspersed with 
repetition and ‘pseudo’ questions. Teachers’ use of a rise in voice 
intonation mid-sentence, may have been a strategy to maintain children’s 
attention, however, in practice it led to convoluted and often confusing 
explanations, for example: 
T so so if you are told to cut ( ) are we 
through?if you are told to cut a number of 
layers according to the you can be asked 
how many layers do I have?how many 
layers do I have here?how many layers do I 
have?how many layers?what are you 
supposed to cut just this parts one two three 
okay?so my cube has how many layers?my 
cube has how many layers? 
P three layers 
(Volume, L52) 
Similarly, as described in Chapter 4, explanations were used to link 
teacher feedback to initiation, which meant that any aspect of the 
explanation, even if only a minor aspect of the overall topic, could 
become the focus of a teacher question or a participative strategy - for 
example: 
T haya we have other big settlement scheme 
( ) where people are given land for example 
we have a place called Mwea Tabera say 
Mbea Tabera 
Choral Mbea Tabera 
(Land and its Uses, L63/65) 
Another issue which affected the clarity of explanations was the way in 
which the teachers strove to simplify the input they provided. This was 
particularly so in English lessons with their emphasis on pronunciation 
and repetition, but also in maths lessons with the demand for children to 
carry out low level calculations. By trying to simplify their input, the 
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overall coherence could be lost. Explanations in the observed lessons 
therefore rarely fulfilled the criteria which Wragg and Brown expound, 
that is that they should be clearly structured, present a sequence of ideas, 
possess linked statements and emphasise central concepts (Brown, 1978). 
One factor affecting the clarity of teacher explanations may have been 
their level of confidence in the subject matter. In order to explain 
something well it is important to have an understanding of the concept 
and the difficulties it might present. In the following extract, I was 
doubtll about this teacher’s understanding of the concept; this doubt 
was reinforced by the timing of the input; the teacher waited until the 
children had begun to do the set work in the text works (following the 
class discussion on the topic) to interject with this explanation: 
T when this one is pulled it can be to able enter 
into this (hole of) ball but when you heat this 
ball so that it can increase in its size so that it 
becomes big it will not be able to enter into this 
hole or into this ball this shows that soils can 
expand when heated this was an experiment 
that was carried out and it was discovered that 
metal any salts can expand when heat is 
exposed (into) them so that when this ring fails 
to enter into that balls then it shows that it has 
at least increased in ?size that is why it is 
refusing to enter there are we together? 
CFew Yes 
(Properties of Matter, L1661172) 
Although the teacher’s explanation may well contain ‘key points’ 
(Brown, 1978) it is likely that they will be missed altogether by the 
pupils. It is the combination of these factors - the striving for pupil 
participation through whole class interaction, the linking of teacher 
feedback to initiation and the level of the teacher’s confidence in the 
concept being taught - which is likely to lead to a lack of clarity in 
teacher explanations. In all the observed lessons more direct presentation 
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of the 'content' would have consumed about fifteen minutes, yet using 
the strategies discussed, the content 'lasted for the duration of the forty- 
minute lesson. More succinct teacher explanations would, as Wells 
suggests, give children greater opportunity to raise questions, and support 
the scaffolding process (Wells, 1989). 
My analysis showed that teachers construct their input from a 
combination of discourse strategies; for example in giving feedback they 
may repeat the pupil response, praise it and then move on to explain or 
further elaborate on it. I was therefore interested to explore if there 
was any particular pattern in the way in which the teacher combined the 
observed discourse strategies. I decided to first consider the relationship 
between teacher Explanation (E) and the Participative Strategies'. To 
achieve this I used the Access 97 database application, see Figure 6.15. 
Figure 6.15 The result of the search for E + PS (DC DR DYN DRC). Transcript 2, School A, English. 
However, the data generated did not show a pattern of any significance in 
relation to the Occurrence of a specific Participative Strategy, such as a 
Direct Repetition (DR), with a teacher Explanation (E). I then 
considered the occurrence of teacher Explanations against the category of 
Participative Strategies (PS) as a whole, as well as against the other 
teacher initiation strategies - Repeated Answer (RA), Instruction (I), 
Question (Q), see Figure 6.16 below. 
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combination, teacher feedback always linked to a teacher initiation. 
‘Teacher input therefore fulfilled several roles and this contribuwd to the 
inequity of‘ the turn-taking process, teacher inputs being much longer 
than those of  pupils. 
Classroom organisation 
My analysis of the Stage 2 research suggests that the whole class, 
teacher-led pattern of classroom interaction did not provide opportunities 
for children’s cognitive or linguistic development. Yet whole-class 
teaching is the standard practice adopted in Kenyan schools and no 
variation of this pattern was seen in the twenty-seven lessons observed in 
Stage 1 and Stage 2 of this study. As discussed in Chapter 2. adopting 
different teaching approaches, such as the use of group work, can 
develop ownership of the task at hand; through collaboratibe talk the 
pupils will not only complete tasks successfully, but they will also 
become empowered in the process (Wells, 1989). If the teacher 
organises the children to work in groups. they arc also providing 
themselves with more opportunity to interact with their pupils and, in so 
doing, can help them to acquire a procedure, knowledge or a skill that 
will be useful in other situations (ibid 1989). 
The issue of how teachers organised their class for learning was explored 
in the questionnaire through a number of questions, these related to 
pupil-pupil talk, opportunities for collaborative work and teacher attitude. 
There were. however. some contradictions in responses to these issues in 
the questionnaire; for example although approximately 80% of the 
questionnaire sample disagreed that teachers should do most of the 
classroom talking, 62% of the teachers said that the main focus of pupil 
talk in their lessons was in response to a teacher question. This was 
furlher endorsed by around 60% of the teachers who described children 
as talking ‘very little’ or ‘not too much’ to each other about their work 
(Q4), and 31% of the respondents describing pupils as talking to each 
other only ‘sometimes’. Even when asked more explicitly about the 
opportunities which children had to work together (Q8), just over 55% of 
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teachers said group work only occurred sometimes and 32 % said that it 
did not occur very often. 
- d .  pleased 1 831 i 23.31 
I I 281 1 7.87 
f. not in control I 301 I 8.431 
e. ia bit unsure 
However, when group work was addressed more explicitly in the 
interview tcachers would say that i t  occurred regularl) in their lessons, 
although there was little elaboration of how and when group work took 
place, and the few examples which were given did not appear conducive 
to collaborative learning. For example, one teacher talked of using group 
work tor revision papers, and explained that, 
’you give them a paper you tell them it is a revision 
paper so they can work in groups and use the books to 
look for the answers . . . ..‘ 
lPhoiogruphy, 1.55/58) 
Another stressed the importance of identifying a group leader to 
‘supervise’ the rest of the group (Transcript 19, interview only); the 
nomination of one child as a supervisor appeared more of a teacher 
substitution than a means of supporting a collaborative learning process. 
1,ack of opportunities for group work was possibly a reflection of the 
teachers’ attitude towards pupil talk and this issue was also explored in 
the questionnaire - see Figure 6.17 below. 
Figure 6.17 Questionnaire - Q6: Teacher attitude to pupils’ talk 
1 
As Figure shows, 77% of the teachers expressed some level of 
consternation at the idea of children talking to each other; seeing it either 
as an indication of poor concentration or as a sign of indiscipline. 
Alternatively 23% of the teachers said they ‘would be pleased‘ if pupil 
interaction occurred. Additional comments were provided by 13%~ of the 
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respondents, these indicated that their attitude towards pupil talk would 
depend upon the situation. that is the age of the pupils and the purpose of 
the lesson. Although whole-class interaction in younger classes did 
appear to take up a greater proportion of the lesson, this actually led to 
even less opportunity for pupil-to-pupil interaction. My analysis of the 
observation suggested that pupils had no real opportunity to talk to each 
other whatever their age or the focus of the lesson. Even when pupils 
were working from their textbooks or the chalkboard, the expectation of 
both the teachers and children was that this work was to be carried out by 
individual pupils and in silence. 
Teachers' perceptions of the value of group work were explored in the 
questionnaire by asking teachers to identify what they felt were its main 
advantages and disadvantages'. In relation to the main disadvantages of 
group work, 50% of the sample felt that it prevented the evaluation of 
individual pupil performance and a further 33% of teachers felt that 
group work led to pupils copying from each other. rhis concern of 
teachers that collaborative work hindered the evaluation of individual 
pupil perfomiance implied that they felt that a whole-class approach was 
more conducive to ongoing pupil evaluation, i.e. formative assessment. 
In practice, however, an over-reliance on choral responses, participative 
strategies and selection of' respondents from those with their hands raised, 
meant that individual pupil assessment was likely to he equally. if not 
more, difficult in a whole class environment. 
Approximately 59% of the questionnaire sample saw the main adlantage 
of group work as being that it could help pupils to learn from each other; 
a further 14% specified that the clever pupils could help the less clever. 
Research discussed in Chapter 2 endorses the value of group work in 
supporting pupils' cognitive, linguistic and social skills and leading to 
their higher achievement (Galton and Williamson, 1994). As Wells 
(1985) describes, group work can provide children with the opportunity 
to make sense of their learning, to ask questions and to work together in 
achieving solutions. Although 73% of the questionnaire sample did 
acknowledge that group work could support children's learning, they did 
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not provide any opportunities for it to occur in their own classrooms. As 
mentioned in lootnote 8, the questionnaire did not support any 
consideration of the relative weight given by the teachers to the 
advantages and disadvantages of group work. However, the non- 
occurrence of group work in the observed classrooms suggests that 
teachers felt that the disadvantages of group work, mainly in relation to 
assessment of individual pupils, outweighed the advantages. In addition 
teachers' consternation when asked about their attitude to pupil-pupil talk 
in the classroom (Figure 6.17) suggests that any ideas of group work as 
good practice might conflict with personal' and cultural reactions to pupil 
talk. 
Issues in the differentiation of children's learning were also considered in 
relation to the setting of different learning tasks and the nature o f  support 
given during the lesson time. Just over 81% of the questionnairc sample 
felt that children should not always be working on the same tasks. This 
response was contrary to my own experience where in all lessons 
observed, in both stages of this study, pupils in a class always worked on 
the same tasks. In the interviews, several teachers described how they 
organised the class seating so that they could assist the 'slower' children 
(New Words, L80). They also talked of supporting individual children 
by marking their work during lesson time (Money, L83; Land and its 
IJses, 1,41/42; Refraction, L60). As one teacher explained, this strategy 
enabled her to identify those who were having difficulties, so that she 
could 'point out' the mistake (Photography, Lll-13). However, in the 
observed lessons the marking of work in class appeared a perfunctory 
process. Teachers would mark in silence; neither questioning the child 
about their response, nor taking the opportunity to provide any additional 
explanation or input. One of the teachers talked of how the strategy of 
marking in class time was not always successful: 
'because some of them correct and they correct wrongly 
so I will have to make them correct i t  well' 
(ibid. L64/65) 
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Several teachers raised the difficulties in supporting individual learners 
during lesson time. because of the ‘work load’ and ‘overloaded 
curriculum (Discount and Sale Price, L 51/53, Drama Festival. 1,46148). 
Alternatively, support to individual learners was often given out of 
school hours in ‘remedial’ classes; as discussed in Chapter 2, the regular 
occurrence of this practice was noted in the 1999 Kenyan National 
Primary Baseline Survey. Despite Ministry directives. remedial classes 
continue to be a ’normal’ extension to the school day - often lengthening 
it to twelve hours. However, it is not just the timing of this additional 
support which is an issue, but also its nature. The focus of remedial 
sessions is likely to be a repetition o f a  lesson, rather than an opportunity 
for the teacher to give individual support to the pupils and to try out 
different approaches to assist their understanding. As one maths teacher 
explained, he used remedial classes to give pupils more examples to do 
which: 
‘are just the same as those they got wrong’ 
(Trunscripi 19, Interview only LR9/’YO) 
Another teacher described how sometimes the whole lesson could be 
repeated (Volume, L31/33). ‘More O F  the same’. appeared to be the 
strategy adopted for the more able children as well as those with 
difficulties (Discount and Price, L62; Opposites, L58i62). If teachers 
feel they are constrained, by time or by the model of teaching and 
learning, to work with pupils on an individual basis, then additional 
support beyond school hours could play an important part in developing 
understanding. However, the practices which are adopted in the remedial 
classes do not provide the necessary opportunities to support the needs of 
individual learners. 
Learning through a second language 
The way in which teachers organise for learning can also affect the 
children’s opportunities to experiment with language. For example, the 
less threatening environment of a small group can actively contribute to 
their language development (Rulon and McCreary. 1986). Such 
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opportunities are particularly important in a second language 
environment and, as discussed in Chapter 2, Lyle (1993) described how 
group work can also help to raise children’s self-esteem, and motivate 
them to learn. A recent United Nations Educational Scientific Cultural 
Organisation (UNESCO) Report cited language as a crucial determinant 
of the poor quality of learning in most African countries (The Daily 
Nation Newspaper, June 2001). It concluded that the amount of  learning 
which actually occurs is low, especially in Maths and science - with only 
four countries out of eleven reaching anticipated targets (2001). 
Although the language policy in Kenyan primary schools is not the focus 
of the discussion in this study, its influence on classroom discourse 
practices and the implication for children’s learning is a key 
consideration. Major (1994) talked of the importance of teachers 
understanding some of the similarities and differences of learning a first 
and second language. As discussed in Chapter 2, she describes one of the 
main distinctions between learning a first and second language is that the 
child learning a first language is surrounded by linguistic input in that 
language (Major, 1994). Whereas, exposure to the second or third 
language of English, particularly in the socially and economically 
deprived environments of many areas of Kenya, will be limited. There is 
unlikely to be any adult support for children in learning English and also 
little opportunity to experience the language through other mediums, 
such as television or radio. Several teachers talked of the difficulties 
caused by the social and economic context of the school (Discount and 
Sale Price 1-1 I ,  Germination. L24125. Journeys, L91192). As one teacher 
explained: 
once they go home they don’t talk English they that is 
not their language of communication’ 
(Discount and Sale price. line 11 1, Germination, 
L.24/25, Journeys, L91/92) 
Despite the particular problems which children face in learning through a 
second language in Kenya, the teachers themselves have little grounding 
in the area of language development. This leads to what appears to be an 
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abdication of responsibility for children's learning of English; 
interviewed teachers talked despondently about the issues of teaching 
through a second language. For example, one teacher of maths described 
how: 
'even the bright ones you can see the bright ones can do 
it on the hoard alone but they cannot explain' 
iDi.scounl cmd Sale Price. I, 133134) 
A teacher of science also talked of the problem which arose as the pupils 
'cannot write' and that 'they lack what you c d l  reudrng and 
understanding' (Properties of Matter, LS51SO). Teaching through English 
was seen by the interviewed teachers to detract from their teaching of the 
subject; as one science teacher explained, her colleagues: 
' . ..want to teach science but at the same time because of 
the children they have to he helping them with English 
( (;rrmination, L I  01) 
Some felt that the responsibility for developing pupils' English rested 
with teachers of younger classes, as one teacher explained: 
'..you find that in the lower primary, teachers most of 
the time use Mother tongue sometimes and therefore, 
when they come to Standard 4 .these children some of 
them even ah when they do not understand they will just 
say yes.. 
(Land und its Lses, LY2lY.5) 
Similarly, teachers of maths and science felt the responsibility lay with 
the English teachers, who should: 
'be encouraging them to talk in that language' 
(Discount andSule Price, Ll20/121) 
Surprisingly, as mentioned earlier, the English teachers also made similar 
comments ahout the difficulties of teaching English; one descrihed how 
the children could not understand what she was teaching (New Words, 
L135) and another talked of how children: 
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'can't express themselves mm although some try so we 
have that problem' 
An English teacher bemoaned the fact that if children knew 'houm to 
.speuk it ' it  would 'make ir easierfbr me to teuch ' (Plurals, L35). It was 
felt that pupils should be encouraged to speak English, to make it easier 
for the teachers, but as one teacher recommended, this encouragement 
should occur 'out qjc1u.s.s.. ' (Pluruls, L4H). Another teacher proposed 
that children 'be made' to speak English from the lower school onwards, 
and also when they were playing with their friends ( D r a m  Festival, 
L102/103). Several teachers endorsed this sentiment of children being 
'made to speak English' (Plurals, L39). If children did not comply, it 
was suggested by one of the interviewed teachers that they should be 
punished because it was difficult 'unless you force /hem' or 'punish 
them ' lPholoRruphy, LY1/100). 
One of the issues discussed in the LWESCO report, cited earlier, is that 
most teachers in developing countries do not appreciate the importance 
of Mother Tongue as a pre-condition for school success (The Daily 
Nation Newspaper, 2001). This was endorsed in this study with teachers 
talking of '...Mother longue interference ' (New words, L37) and 
describing the 'inhorn ' difficulties children have with English 
pronunciation (Dramu Feslivul, LY3). Similarly, the questionnaire 
respondents expressed strong views against the use of Mother Tongue in 
school; over 65% ofthe sample said they would not encourage the use of 
Mother Tongue when children were working together and 27%1 said they 
would only encourage it sometimes. Only 5% said they would actually 
encourage children to talk to each other in their Mother Tongue. Even 
the Kenyan language policy, whereby children should he taught in their 
Mother tongue from Standards 1-3, is not always adhered to. One 
observed and interviewed teacher felt that her school's policy of teaching 
in English from nursery onwards led to the pupils having 'no problem 
speaking English' by Standard 1 (New Words, LIOY/ll-7). However, my 
observation of the lesson showed that despite the teacher's confidence in 
the children's level of English, 93% of their responses were one-word and 
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over half of all responses elicited were Choral, of which 30% were 
Choral Few. Similarly, 50% of the teacher initiation was through a 
Participative Strategy and the questions which were asked were more 
often Factual Narrow. This data does suggest that either the children 
were not as confident in English as the teacher believed, or that if the 
children did have a good understanding of English this was not being 
built upon hy the classroom discourse practices. 
In Kenya the issue of learning through another language is further 
complicated by the existence of an official language, Kiswahili, which is 
the Mother Tongue of only a minority of the population. Teachers 
appeared to be less reluctant to code-switch from English to Kiswahili if 
it was necessary, as one teacher explained ' f t h e y  are not undemtanding 
I have to switch over to Kiswahili, .so that they can he uhle to ,follow' 
... '(Land and its Uses, 1,53). Another teacher told me: No we don'r use 
Mother Tongue we use English and Kiswahili.. .(Plurals L126). 
However, there was still the feeling amongst some of thc teachers that the 
use of Kiswahili represented a failure on their part; one teacher said he 
only used Kiswahili i f  he had 'really failed to achieve my objective ' 
(Properties ofMutter, LN3). Another described how she used it only 
when she was 'forced /o', (Words and Pictures, L6), but another 
explained lvou try to avoid i/ where possible' (New Words. L131). 
Others teachers were adamant that they never used any language other 
than English in their teaching: 
'r I don't use Kiswhaili unless it is a Kiswahili 
lesson' 
(Maths, Transcript I!?, Inlevview only, Line 1 I O )  
In the observed lessons no code-switching occurred between Mother 
'Tongue and English and there was little between Kiswahili and English. 
In the two lessons when Kiswahili was used, it was to praise the children 
and initiate a class clap, rather than to explain a concept or the meaning 
of a word (Land and its Use, Journeys). In this way the reachers were not 
supporting second language development through 'negotiation with the 
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child learner’, hut were as Bruner described, ‘showering’ the children 
with spoken language (Bruner, 1994). 
Teachers‘ limited understanding of their role in supporting children’s 
English language development led them to rely on methods which they 
themselves had experienced at school and at teacher training college. 
This is reflected in whole-class teaching approaches and the adoption of 
participative discourse strategies, such as repetition and sentence 
completion. Teachers also attempted to simplify what they said and this 
use of ‘simple’ English was endorsed by a number of the interviewed 
teachers (Di.scount trnd Price, L I  18/12: Refraction, L42; Dis.count and 
Sale price, L118; Areu of Borders, L,92; Work und Forces, 1,591’63). 
However, my analysis of the teacher discourse indicates that there is little 
differentiation between the simplicity ofthe language used and that of the 
concepts being taught. As one maths teacher commented: 
’you have to go to a level whereby maybe if they are in  
Standard 6 class you can start by asking a question as if 
Its lrom Std. 5 level ....’ 
(Areu ofBorders, Line 90191) 
It is this emphasis on simplicity which, as discussed earlier, contributes 
to the often confusing nature of teacher explanations, where input is 
repeated and interspersed with pseudo questions and participative 
strategies. 
Difficulties caused by teaching through English can he further 
exacerbated by teachers’ o m  lack of confidence in the subject 
knowledge and, as the interviews and observations suggest, their ability 
to communicate in the language. ‘This, combined with their intent to 
maintain class control throughout means that few risks are taken, either 
in the whole class discourse or by experimenting with group work. 
In this Chapter I have presented a triangulation of my research findings, 
in which analysis of the classroom observation was considered central. 
I have shown that the discourse strategies employed by the teachers and 
the way in which they organise for learning, do not support children’s 
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cognitive or linguistic development. I have also discussed the reluctance 
of teachers to take responsibility for the teaching of English - this fails to 
acknowledge that it must be the role of all teachers to develop language. 
In the next, and final chapter, I summarise my findings and discuss their 
implication for teachers' professional development. 
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Overview of research findings 
In this study I have explored the nature of discourse in  Kenyan 
classrooms and the context in which it takes place. In the previous 
chapter I presented a triangulation of my findings, and in this chapter I 
move on to summarise those findings and to consider their implication 
for children’s learning. I also review the research approach which I 
adopted and suggest how the research might be taken forward. I then 
consider the implications of my findings for the professional 
development of teachers in Kenya and conclude by exploring how this 
study has contributed to my own thinking and my work in teacher 
education. 
Central to the theoretical framework for this study were the ideas of 
Vygotsky and his description of the crucial role of language in children’s 
intellectual development. Key to this was his concept of the zone of 
proximal development and the role of adult support in helping children to 
achieve what otherwise would not have been possible; a process which 
Bruner described as scaffolding. Also important to the model of teaching 
and learning underpinning this study are the ideas of Piaget: his main 
contribution to educational philosophy was the emphasis he placed on 
children learning through activity and interaction with their environment 
(Wells, 1985). My discussion, however, acknowledges Donaldson’s 
(1983) critique of Piaget’s work and Vygotsky’s (1962) criticism of the 
limited emphasis which he placed on the role of language in children’s 
cognitive development. Similarly the ideas of constructivists, and the 
value they place on what the child brings to the learning environment, 
formed part of my theoretical framework. 
Implications of the second language environment for children’s learning 
were also explored, here the ideas of Mayor (1 994) and Halliday (1973) 
were considered. These highlight the importance of learners of a second 
language being exposed to the different functions of language and having 
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opportunities to experiment with their use. I discussed the implications 
of classroom organisation in supporting children’s learning; particularly 
in relation to group work and addressing individual needs. Within this 
theoretical framework 1 set out to explore the nature of teaching and 
learning in Kenyan primary classrooms and to consider the role of 
classroom discourse in supporting children’s learning. 
In the observed Kenyan classrooms, teaching and learning was carried 
out in a whole class. teacher-fronted environment. This in\zolved a 
pattern of interaction; one described by Sinclair and Coulthard as 
lnitiation-Response-Feedback (1975). My research analysis suggested 
that although there was the appearance of equity in the turn-taking 
pattern of pupil and teacher discourse, this was only in relation to the 
number of turns - belying the actual passivity of the pupils. As a result of 
the discourse strategies which the teachers practised and the way in 
which they organised for learning, the level of individual pupil 
participation was often very low. There was a reliance by teachers on 
pupil choral response, although this strategy did not necessarily stimulate 
whole class participation; often only a small proportion of the class 
contributed. Teachers also encouraged pupil involvement by adopting 
‘Participative Strategies’; these initiated pupil repetition, completion of a 
sentence and affirmation of a teacher statement. However, despite the 
low-level cognitive and linguistic demands which Participative Strategies 
made on the pupils, they comprised on average of approximately 50% of 
all teacher inputs in the three subjects. 
Another initiation strategy within the whole class pattern of discourse 
which teachers practiced regularly, was that of asking questions. My 
analysis suggested that the majority of these questions required pupils to 
recall facts - in this study these questions were classified as either 
‘Factual Narrow’ or Factual Broad. Factual Narrow questions might 
require children to spell a word, give an example of a scientific 
phenomenon, or carry out a simple mathematical calculation. Although 
Factual Narrow questions, like Participative Strategies, may have ensured 
some level of pupil response, similarly the level of intellectual or 
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linguistic demand they made was low. Factual Broad questions, which 
are likely to elicit longer and more thoughtful pupil responses, occurred 
much rnorc infrequently. My third categorisation of teacher questions, 
ThoughtlReasoning’, presented a greater intellectual challenge to the 
pupils, requiring them to articulate their thinking, share their ideas and 
experiment with the English language. However, in my observation, 
their occurrence was extremely rare; in each subject less than 1 % of the 
teacher questions could be classified as ThoughtlReasoning. 
Furthermore, as described in Chapter 6, even when it teacher asked a 
more thought provoking question. they were unlikely to take the 
opportunity to follow up the pupil‘s response, ask them to clarify their 
understanding, or try to ascertain the understanding of the other pupils. 
Alternatively, they were more likely to employ a Participative Strategy, 
perhaps involving class repetition of the answer; in this way the lesson 
was moved forward, but opportunities to scaffold pupils’ thinking were 
missed. 
Overall teachers rarely commented on pupil responses, or probed them 
further, but limited their feedback to repetition of a pupil answer, or 
perhaps to give praise. In this way the purpose of feedback appeared to 
be to provide a link with the subsequent explanation. Explanations were 
a dominant teacher feedback strategy, serving to deliver the ‘content’, 
particularly in science and maths lessons. However, the clarity of 
teachers’ explanations was often lost through repetition, ‘pseudo’ 
questions and the frequent interjection of Participative Strategies; all 
discursive strategies presumably intended to encourage children’s 
involvement. It was noted that direct delivery of the lesson’s content 
would have consumed only a third of the lesson time, rather than the 
whole of it. l h i s  more explicit teacher input, as Wells (1989) suggests, 
would leave time for discussion and pupil questions. In Kenyan primary 
schools more succinct teacher explanations would contribute to greater 
efficiency in coverage of the overloaded curriculum. 
Another issue which I explored was how the teachers addressed the needs 
of individual learners. One strategy I observed was teachers ostensibly 
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checking their pupils’ understanding by asking - within the whole class 
discourse format - ‘Are you with me?’; yet these Direct Yes or No 
(DYN) questions only ever elicited an affirmative response. Similarly, 
although teachers marked their pupils’ work during the lesson time - 
giving them opportunity to ascertain where the child had gone wrong and 
assist in their understanding; this was in reality a perfunctory process 
with little, if any, teachedpupil interaction. There was also no 
opportunity in the observed lessons for children to support each other by 
working collaboratively on a problem. Rather, they were constrained by 
the whole class teacher-led format of lessons, within which pupils carried 
out any tasks individually. ‘Remedial’ lessons were a commonplace 
feature of schools and these, as discussed in Chapters 2 and 6, were 
intended to support children with difficulties - although as noted these 
lessons usually involved the whole class. Yet it appeared that teachers 
did not use the opportunity to work with children on an individual basis, 
rather the classes involved a repetition of a lesson, following the same 
teacher-led pattern of discourse. 
Despite teachers’ perceptions to the contrary the discourse strategies 
which they adopted differed little between subjects; in the three observed 
subjects - English, maths and science - there were more similarities than 
differences in the pattern and nature of classroom discourse. Although 
the emphasis placed by teachers on Participative Strategies in English 
lessons perhaps resulted in these being the most limiting of all - in terms 
of the development of children’s intellectual or linguistic capability. 
Similarly, the majority of questions in all three subjects were Factual 
Narrow, providing little opportunity for children to experiment with 
language. 
The context of the second language environment remained an important 
strand throughout this study; my discussion here centred on Mayor’s 
ideas. I described the difficulties which Kenyan teaches felt they faced in 
teaching through a second language and I also explored the contradiction 
between some of their ideas and those more generally accepted - such as 
the importance of a foundation in Mother Tongue and its role in assisting 
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children’s learning. As discussed in Chapter 6, teachers seemed reluctant 
to acknowledge their role in supporting children’s language learning 
across the curriculum; rather they appeared to abdicate responsibility for 
the linguistic problems which the pupils faced. Teachers lack of 
confidence in this area highlighted the importance of their having some 
understanding of how both a first and second language are acquired 
(Mayor, 1994). 
Through the strategies they adopted, the Kenyan teachers rarely 
facilitated the transfer of children’s understanding into performance or 
types of practice (Avalos, 1990). Factual questions and Participative 
Strategies did not encourage what Edwards and Mercer describe as 
‘principled’ thinking, but rather supported ‘ritual thinking’ (1995). This, 
as acknowledged in Chapter 2, may well have a place in teaching and 
learning, but ritual thinking will not lead to an in-depth understanding of 
how and why things work (Edwards and Mercer, 1995). It should not, 
therefore, be the dominant practice; children should instead be 
encouraged to hypothesise, to explain, to analyse and to evaluate - all of 
which reflect principled thinking. 
If, by the strategies they adopt, the teachers are attempting to create what 
Edwards and Mercer (1995) describe as ‘joint ownership’ of the ‘fifteen 
minutes’ of content, it seems improbable that they are succeeding. My 
own experience highlighted how, despite my knowledge of both English 
and the subject content, it was not easy to make sense of what was being 
taught. Although it could be argued that any difficulties which I 
experienced were culturally influenced, the often low-level of 
participation of children - combined with the wider picture of poor 
performance in exams - suggests that the Kenyan children also have 
difficulty in understanding the lessons. It appeared as if the classroom 
discourse was more of a collusion between teachers and children to 
create a semblance of curriculum coverage, knowledge transmission and 
understanding; although even this was more often a collusion between 
the teacher and a minority of the pupils. 
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It is this teacher-led discourse with its constant demand for pupil 
participation that ensures that teachers maintain control of the learning 
environment. Pupil participation, through the completion of sentences, 
the repetition of words and choral affirmation of understanding is likely 
to actually hinder them from engaging at a conceptual level of thinking. 
Alternatively, pupils are required to respond to a barrage of less 
demanding teacher elicitations; a practice which is to the detriment of the 
children’s linguistic and cognitive development. As discussed in Chapter 
2, the teachers’ strategies to maintain classroom control reflects the 
hierarchical nature of the education system and the wider cultural 
environment; this renders the children passive recipients of educational 
knowledge. 
In summary, the classroom discourse approaches and the teachers’ 
organisation of learning do not appear to provide opportunities to 
scaffold either the children’s thinking, or their language development. 
The model of teaching and learning observed in Kenyan classrooms is 
contrary to the ideas which underpin this study. Alternatively the 
classroom discourse practices lead to a perpetuation of a restrictive, often 
monotonous, model of teaching and learning with little exposure to what 
Halliday (1973) describes as the different functions of language. Children 
are leaving school, ill-prepared to contribute to the country’s 
development and its aspiration of industrialisation by 2015 (Senanu, 
1995). As Bernstein (1973) says, educational failure is often language 
failure and the model of teaching and learning observed in the Kenyan 
classrooms most likely contributes to the high rate of pupil drop-out from 
primary education; its limitations are also reflected in the low educational 
attainment of primary school ‘graduates’. 
In the final section of this chapter I consider the implications of my 
research findings for teachers’ inservice and for my own professional 
development; the focus of the following section is an evaluation of the 
research process. 
CHAPTER 7 
An evaluation of the research process 
Although much of the literature which contributed to the development of 
my research approach was drawn from first world sources, it provided a 
useful foundation for the development of the three instruments in this 
study. By adopting a triangulated approach, in which the findings of the 
classroom observation were considered central, I was able to explore 
different perspectives on key issues. My research approach also 
supported the generation of both quantitative and qualitative data. Each 
research instrument differed slightly in its function and purpose, playing 
a complimentary role and contributing to fuller understanding of the 
observed classroom discourse. For example, the classroom observation 
framework provided an insight into the discourse practices which 
teachers were using. The questionnaire then served to explore teachers' 
perceptions of practice and their attitudes; it also supported a cross- 
reference with the observed practice. Through the third instrument, the 
interview, I was able to consider the more general issues explored in the 
other two instruments, alongside specific issues raised in the observed 
lesson. 
The differences in the focus of the research tools sometimes resulted in 
contradictory data, this in itself was of interest and suggested that 
assumptions about the influence of one research instrument should not be 
made. For example, when asked about their initiation of choral responses 
the interviewed teachers talked openly of their use of this practice - 
although it is criticised by Kenyan educators; however, the majority of 
the questionnaire sample said they never elicited choral responses. 
Similarly, praise was considered a little used practice by the teachers 
responding to the questionnaire, whereas those interviewed felt they 
often praised their pupils. These contradictions suggest that no one 
research approach necessarily elicits what might be considered the 'right' 
answer. Another strength of the triangulated research approach was the 
combination of large and smaller samples; the questionnaire sample 
provided a level of quantitative credibility to the discussion of teachers' 
practice and attitudes. 
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However, the parallel development of the research instruments and their 
administration in this study, although a strength of the research process, 
also presented problems. Issues which were raised through the analysis 
of one instrument could not then be explored through another. For 
example, it was not feasible to modify and administer the questionnaire 
after analysis of the classroom observation; in order to relate it even more 
specifically to the observed discourse practices. Whether this would 
have led to any more meaningful data than that which was generated is, 
however, doubtful. The way in which the research evolved also meant it 
was not easy to capture the process when 'writing up' the study; specific 
chapters could not be neatly devoted to each element. This is reflected in 
the discussion of the classroom observation process - which was central 
to the study - with its development being the most time consuming. 
Although the process of its development was lengthy, the observation 
framework did provide for meaningful analysis of the Kenyan classroom 
discourse. One reservation, however, is whether the size of the sample 
(18 lessons and 19 interviews) was too large, as it generated an 
overwhelming amount of data. In relation to the questionnaire design, in 
hindsight some questions appeared irrelevant; for example asking 
teachers about their reaction to incorrect pupil responses - as the 
discourse strategies they used ensured that pupils rarely gave an incorrect 
response. 
Another challenge in writing up the study was the interlinked relationship 
between the research in Stage 1 and Stage 2;  this meant that there was no 
real cut-off between the two stages and deciding how to delineate the 
findings for the reader not easy. Further possible research questions were 
also raised - as is the consequence of much research; for example 
whether teachers' perceptions and practice varied according to their 
gender, the location and type of school, or the age of pupil. Similarly, 
another possible research focus to pursue might be the relative cognitive 
and linguistic demands of the three subjects - maths, science and English. 
However, the intention of this study was to enhance understanding of the 
discourse practices used by the Kenyan teachers and to consider their 
implications for children's learning and ultimately the design and 
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development of inservice courses. Further questions which the study 
might raise could, I feel, be more appropriately explored by the teachers 
themselves through an action research model of inservice training; or in 
'content' of the inservice programme. The value of my research findings 
is the contribution they make to the existing body of knowledge in 
relation to classroom discourse in developing countries and in so doing 
inform practice. A discussion of the implications of my findings for the 
design and development of inservice courses follows. 
Implications for inservice 
In conclusion there is no doubt that Kenyan teachers, like their 
colleagues in other Afiican countries, have to work within an 
environment of genuine constraints, caused by poverty. Schools do lack 
electricity, resources and other facilities, as do the homes of the teachers, 
support staff and children. It would be unrealistic to think that Kenyan 
schools can provide a comparable level of education to that of their 
western counterparts, although this does not mean that the highest 
standards should not be aspired to. It will be more feasible, within the 
constrained Kenyan context, for schools to strive for greater success in 
achieving their own national educational aims; these are reflected in key 
government documents such as the Education Master Plan and the 
National Development Plans, and in the curriculum of both the Teacher 
Training Colleges and schools. 
In Chapter 2, the limitations of Kenyan pre-service teacher training - 
which undoubtedly needs a radical overhaul - were considered; the 
Ministry of Education are presently considering how this can be 
achieved. However, with the weaknesses of the pre-service training the 
role of inservice in effecting change is even more key. What my research 
suggests is that the current classroom discourse practices do not support 
pupils' cognitive or linguistic learning. Although training colleges might 
advocate child centred approaches, these are unlikely to be practiced, or 
little understood. Therefore, once in the classroom teachers will teach as 
they were taught themselves - both at school and in the colleges. 
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Comments, however, made by the teachers in this study, in both the 
questionnaire and interview, show that they are aware of many of the 
features of their classroom discourse. They describe children's talk as 
occurring mainly in response to teacher questions and not often as pupil- 
pupil interaction. They acknowledge the infrequency of group work in 
their lessons and even express consternation at the idea of children 
talking to each other in class. However, it appears that teachers do not 
realise how much their current practice might actually inhibit children's 
learning, and that the teacher-pupil pattern of interaction belies the actual 
passivity of their pupils. The findings of my research, in relation to 
teachers' perceptions and practice, therefore have implications for their 
professional development. 
Inservice should aim to support teachers in reflecting on their own 
practice and considering its implications for pupils' learning. It should 
facilitate, rather than impose, understanding of alternative classroom 
approaches; in so doing it should provide teachers with opportunities to 
consider these alternatives in relation to their own teaching and learning 
context. As Fang (1996) argues, inservice must acknowledge teachers' 
own ideas and belief systems and it therefore needs to explore the 
rationale for the discourse practices which are practiced in the Kenyan 
classrooms. It should try to develop their understanding of the central 
role of language and the importance of activity in children's learning. 
The design and delivery mechanism of inservice training can support this 
process, and in the first chapter I discussed the weaknesses of the 
traditional cascade model of implementation. A distance-learning 
approach can ensure that, through the course materials, the teachers 
receive a consistent quality of input; teachers can also benefit from 
tutorials, exchange visits and school-based support. Distance-learning 
approaches further enable the teacher to study whilst working, this is not 
only of logistical benefit but can also can enhance the teacher's leaming. 
Teachers will be studying within the context of their own school and in 
this way can try out and reflect upon different classroom approaches; 
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they can explore such issues as why they adopt a mode of teaching 
which, as Rampal (1997) describes, can be oppressively authoritarian. 
There are other key considerations which, as discussed in Chapter 2, are 
likely to affect the impact upon teachers' practice; these are the equity of 
its access, and the programme's sustainability. Access to inservice is 
generally low, with the majority of Kenyan teachers having little 
opportunity to participate at all; in this study only four of the 19 teachers 
interviewed had any experience of inservice. There is a need, therefore, 
of increased access through greater co-ordination of inservice provision; 
there are some moves towards this with establishment of the INSET Unit, 
based in the Kenyan Ministry of Education. 
To ensure that inservice is sustainable the course providers should not 
attempt to bypass mainstream systems, but instead design courses which 
build upon and strengthen the existing systems. Experience has shown, 
for example, that failure to acknowledge other key education 
stakeholders is likely to result in the failure of the whole programme; 
within the Kenyan education system the programme design must 
therefore include the structures at each level - provincial, district, 
division, zone and school. In working to strengthen the existing systems 
not only will the capacity of the organisation be built, but so too will that 
of the individuals; this is particularly crucial in a developing country 
context. It will also ensure that the Ministry advisory cadres are able to 
support the professional development of the teachers. 
In summary, in a context such as Kenya, a model of inservice which 
builds on existing systems and structures, and supports teachers' 
reflection on their own practice, is more likely to have an impact than the 
more traditional cascaded, 'top-down' approach. It can do much to 
challenge teachers' perception, whilst acknowledging the daily 
constraints they face. This study does not, however, conclude by 
advocating inservice as the panacea to the problems which are faced by 
Kenya teachers and learners. It acknowledges that the education system 
will continue to face many constraints. These, as discussed in the first 
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chapter, are caused by a lack of resources, an exam orientated system, the 
burden of the cost-sharing policy, the limited number of secondary 
school places, and the level of social and economic deprivation. The 
cultural context of Kenya, with its bureaucratic and hierarchical model of 
learning and the language policy of the education system, will continue 
to affect the nature of teaching and learning. However, inservice can 
play a key role in improving the quality of primary school learning. It can 
provide a sense of professionalism through increasing teachers’ 
understanding of the central role of language and the importance of 
activity in children’s learning. It can also help to create awareness of the 
classroom discourse practices which teachers employ and the 
implications for children’s cognitive and linguistic learning. Greater 
access to appropriate models of inservice training will similarly help to 
acknowledge the importance of teachers in supporting the country’s 
development. 
To conclude, the process of undertaking this research and the conclusions 
which I have drawn, have enhanced my own knowledge and 
understanding of the nature of classroom discourse and its implications 
for children’s learning. In my role as an Education Adviser - working 
now for a Department of International Development (DFID) central 
initiative called Imfundo9 - I am involved in an ongoing dialogue about 
the quality of teaching and learning. My work extends now to the 
countries of Sub-Saharan Africa; exploring the possibilities for ICT 
enhanced teacher training initiatives. The understanding I have gained of 
some of the issues affecting the quality of teaching and learning in 
Kenyan primary classrooms are of significance within the wider African 
context; where many countries are striving to achieve Universal Primary 
Education. My research will therefore help me in making an informed 
contribution to the ongoing professional discourse of the implications for 
teacher education. 
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Line 80, Interview 1, Stage 1 Report,'E902, PRO5 Final Report', 1999. C 1 
Pontefract. 
This interview theme was identified during the analysis process of Stage 2 
My reference system in all extracts from lessons and interviews, gives only the title 3 
of the lesson and the transcript line number, this can then be cross referenced with 
Figure 4.1 on page 65, for further infornation. 
The total number of teachers by gender sometimes differs from the total of the 
gender subgroups, in Figure 5.2 one male teacher did not give his years of 
experience. In 5.3 both male and female teachers sometimes ticked two boxes or 
none at all. 
Differences between mode and median were negligible and are therefore not 
shown. 
In this case there was a difference between median and the average, this reflected 
one Isson where although only 4 FN questions were asked but out of a the five total 
this constituted 80%. Similarly with FB questions. 
' The data was collected by identitying the lines of the transcript in which an 
Explanation and the individual Participative Strategies occurred - see Figure 6.15. 
In analysing the responses to these questions it was not possible to contrast their 
relative weight, i.e. to ascertain whether the advantages were felt to outweigh the 
disadvantages, or vice versa. 
lmfundo (im-fundoe) The acquisition of knowledge; the process of becoming 
8 
educated [from the Nguni languages of Southern Africa]. 
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Appendix l a  
0 = Open question 
C = Closed question 
Hardman's Observation Schedule (Explanatory notes) 
The question calls for explanation by the pupil 
The question calls for a single response 
Responder 
M: Male 
F: Female 
CR: Choral response 
Student Response 
+ Right 
f Partright 
- Wrong 
0 noanswer 
P. Dem 
P. Quest 
Deflnition 
The pupil answering the question is male 
The pupil answering the question is femeie 
The whole class,, or group of students within class. respond 
together 
Tho teacher acapts lhe pupil's response as correct or 
satisfactory 
The teacher considers the pupil's to be only partially correct or to 
be correct but incomplete 
The teacher considers the pupil's response to be incorrect 
The pupil makes no rasponse or says he doesn't know (code 
student's answer here if teacher ghres feedback repction before 
clme is able to ~ s p o n d  
Pupil demonstnter answer to question 
Pupil asks curriculum question 
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Schedule) 
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Lesson transcripts 
English, transcript 10 
Maths, transcript 4 
Science, transcript 12 
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Subject: E N G L I S H  - Lesson title: OPPOSITES 
Standard 3 - Female Teacher 
Appendix 2a 
I lo I 
Choral thick 
T again 
Choral thick 
T 
Choral that book is  thick 
T again 
Choral that book ir thick 
T 
Choral 
T again 
Choral. thatboakisthick 
T 
Choral fat 
T 
CFew fatbook 
T you say what? 
C Few thickbadcthkk 
T again 
Choral thick book 
say that book is thick 
yes how is th is  book? 
thick that book is thick 
yes you don‘t say a what? 
a fat book you don’t say? 
T 
Choral opposites ($1 
T read this one 
Choral . thick. 
T again.. . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
Choral ..... thick . . . . . . .  
T 
Yes we are Learning opposites we are learning what? 
Yes where is that book okay look at me 
T 
Choral book 
T 
yes a thick book a thick thick book but you don’t say a fat what? 
stand up Ioyce and how is  loyce? don’t laugh 
C Few . .(laughhgj..fat 
T again 
Choral fat 
T again 
Choral .. fat. ................................ 
T say.]oyce.is fat . . . .  
Choral ... Iwfe kfat 
T again 
Choral Joyce Is fat 
T 
P.. ........ Joyce iz~fat . . . . . . . . . . . . . . .  
T ..  again . . . . . . . . . .  
Choral. . ]nyre..k.fat.. . . .  
T all of you 
Choral loyce. is. fat 
Violet how is Joyce? Look at loyce tell us (.) 
~~ 
T Josephine stand up (laughing) you are smart how is Josephine? 
I! ......... larephineLr..thin. . . . . . . . . .  . . . . . . . .  
I ............... agah . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
.. 
. . .  
.. 
... 
................ 
...... .. 
........ 
. . . . . . .  ~~ . 
. . . . . .  
. . . . . . . . . . .  
. . . . . . .  
1i.1:. .Char.ai ... Larephlnekthln. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . .  
Key: T= Teacher, P- pupil, Choral =pupils altogether, C few = Few pupils together, I = lntervicwcr 
(.) = short pause, ( . ) long pause, ( ) unclear 
English opposites July 2001 173 
Appendix 2a 
Subject: E N G L I S H  - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
IO 
T again 
Choral Josephine Is thin?. . .  
T 
Choral . . .  fat . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . .  
T. 
yes, Josephine is thin and Joyce is? 
... very.good.sit down.look a t  .thereare.two .papen.this..one.is..wha~..(.)  read this word 
Choral wet 
T again 
Choral wet 
T somebody come and touch (.) this paper how is thls paper? 
C Eew . wet ... 
T. . .  eh?.. 
Choral . wet . . . . . . . . . .  . . . .  
T 
Choral that paper is wet 
T again 
Choral..... thaLpaperir..wa . . . . . . . . . . . . . . . . . .  
T ....... how.is.that.paper2 . . . . . . . . . . . . . . . . . . . .  
P. . . . . . . . . . . .  this-papec k .wet . . . . . . . . . . . . .  
T again 
P this aaDer is wet 
say that paper is wet 
. .  
T 
P. . . . . . .  this paper 1s dry 
T. . . .  eh? .... 
P.. . this paper is dry . . .  
T again 
Choral this paper is 
T that 
Choral . thatpaper.ir..@. . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
T .......... .again. . .  
Choral ...... that paper.is.dry. 
T 
Choral wet 
T . . .  who.wlll make.a.sentence ... usiw..the..word .men yes? . .  
P open.the door . . . . . .  
T.. . . . . .  again. . . . . . . . . .  
P open the door 
T 
P Sylvia open the door 
T.. ....... yer.~~.opeo.the.door..l.I.ray.fhe.door k~open . . . .  
Choral .. the.door..h.open. . . . . .  . . .  
T.. ....... .again.. . . . . . . . . . . . . . . . . . . . .  ~ ~ . ~ ~ . . ~  ~~~~. 
Choral the door .Ir .men 
T 
P 0 
T.~ . . . .  eh?.. ...... . . . . . . . . . . . . . .  . . . .  
P ......... (.) . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . .  ..... 
T ........... openl.l_cl& 
yes this paper Is wet and how is this paper? yes Nyambura 
~~ ~ . . . . . . . . . . .  
Yes, this this paper is dry and this paper is? 
(Long pause) 
tell someone to open the door 
what is the opposite of open open yes? 
. . . . . . . .  
. . . . . . . . .  
................ 
. . . . . . . . .  
. . . .  
............. 
. . . .  
.............. 
............ 
............. 
............. 
............ 
. . .  
Key: P Teacher, P= Pupil, Choral =Pupils altogether, C few = Few pupils together, I = Interviewer 
(.) = shoR pause, ( . ) long pause, ( ) unclear 
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Subject: E N G L I S H  - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
P 0 
T 
C Few 
T . . . . . . .  .again. . .  ~. ..... 
Choral . the. domix dosed . .  . . . . . . . . . .  
T . .opposite of open is? . . . . . .  
Choral closed 
T 
C Few  books . . . . . . .  . . . . .  . .  . .  . .  . . ~  ~. . .  . .  .......... 
T. ......... open y m r  b.ooks(.).before you.wrltclet us write read..them.agaln . . .  
C h a d  ... a n  fat . . . . .  . .  . . .  . . . . . . . . . .  . ~ . .  ~. . . . . . . . . . . . . . . . . . . . . . .  
T again 
Choral 
T 
......... ._.&hi&en..wr~.h silence. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
T ... how.many.have.flnIshed.wrking? L.)..okay.put your..hands.down (.)~l.know yo~know.so.  . . . . . . . . .  ~ ..... 
. . . . .  many.wo~dr.ehyou.have.learntso..many..wordr.Ph?.now.unp-w~~~~ose who. have..not ..................... 
who wlU close the door yes go and close the door 1.) how Is the door? 
the door is closed 
now 1.) I want you to write the opposite of these words you are going to write In your 
books eh? you are going to write in your? 
. .  . . . . . . . . . .  
thin-fat thick-thin wet-dry open-close heavy-light new-old sad-happy good-bad 
write in your books (.) in your English books 
finished f.) you will finish later close you books 1 want someone to pive me another word 
then you will tell me the opposite of that word (.) Njiru, Njiru give us another word yes? 
P eirl 
1 . . and tell us in a sentence glve us.ln a sentence.eh? . . 
P .. .~hat.iz.a girl ... . . . . . . . . .  . .  
T .... . .~eh.. -. . . .  . . .  ~. . .  . . . . . .  
P that Is a girl 
T 
P 10hn is 
I. 
P.. . . . . . . .  ..Susan .. . .  . . . .  .~ . . . . . . . .  
T. ... Susan S .wn  is .agiri (.).say Uke that ... ~. . 
Choral Susan Is a girl 
T say the opposite 1.) tell us another sentence Austin is a boy 
Choral Austin is a boy 
T. . .  .~okay.llke that who.wili &e wanother one glv.e..us another.one 
P.. . . . . . .  0. . . . . . . .  . . . . . . . . . .  
T.. .. - ..eh . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . .  
P 0 
T 
C few thatis 
T~ _that.~isartudent .._ ...... ..... .. . .............. 
T.. . .  
Choral ..that is.a.teacher . . . . . . . . . .  ...... . . . . . .  
T and that 
Choral that Is a student/glrl 
T again 
Choral. .that is.a.student . . .  . .  . . . . . . . . . .  . .~ 
that. Is a glrl .stand up stand up that is a girl 
.... orrou.sayray.llke this. ehwhat 1s.your name! . . . .  
what Is the opposite of teacher? 
..can you.point.to.me.and saxthat ira..teacher? . . . . . . . . . . . . . . . . . . . . . . . .  
... 
. . . . . . . . . . . . . . . . .  
. . . .  
. . . .  . . .  
. . .  ...... ................ 
~. ~~ .. 
. . . . . .  
. .  . . . . . . . . .  
~ .~ . . .  .... 
. . . . . . . . . . .  . 
. . . . . . .  
. . . . . . .  
. . . . . . . . . . . . . . . .  
T...~ ..... .anoth!xone.(.). who..Is ready with.another.one .(.).~Wambui.is.beauW Wambui k?. . . . . . . . . . . . . . . . .  
.Choral.. .beautlfuL. ....... - ...... ... . . . . . . . . . . . .  . . . . . . . .  . . . . . . . . . . . . . . . . . . . . .  ; t ) l ' 7  
Key: T= Teacher, P Pupil, Choral = Pupils allagcthcr, C few = Few pupils togethec, I = Interviewer 
(.) = shon pause, ( . ) long pause, ( ) unclear 
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Subject: E N G L I S H  - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
T yes tell me another one I am Imaging we don't have Wambui here another Wambui who is 
away not here Wambui is beautiful beautiful eh glve me another another another opposite 
of beautiful the opposlte of beautiful (.) yes? 
Charal Wangeci is ugly 
P uplr 
T ugly Wangecl is? 
P urhr 
T say Wambui i s  beautiful 
Choral Wambul Is beautiful 
T Wangecl? 
. . . .  . . .  ...... . . .  
. . .  . . . . . .  
. . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . .  
T. ....... okaygive me another one give me. another one you..know sa .manywards 1.). eh?. . 
P... . .  Bdan.isr~mnt.. . . . . . . . . . . .  
T 
. . . . . .  
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . .  ...... 
Brian Is strong good yes Brian Is strong the opposite of you want us to give the opposite of 
strong 
P strong 
T. . . . .  you.want.us ta.give. you the opporite.of.strong 
P ....... Kenredy..is. weak 
T Kennedy.ls? 
Choral weak 
T 
Choral . Brian Is strong 
T~. . . . .  Kennedy? . .~~ 
.Charal.._~~~ Kennedy.ir.weak ................... 
T 
P John is good 
T 
Choral good 
T . . . . . . . .  whatls the.ORpOSite of good? .... . . . . . . .  . . . . . . .  . .  
P.. bad . .  
T yes . .  
P bad 
T 
P Daniel Is bad 
T Daniel Is?. 
. m a l  . bad .......... 
T... ........ all.Of.y!SW.Ddei h..bad ..... . . . . . . . . . . . . . .  
Choral Daniel Is bad 
. . . . . .  ......... 
. . . .  . . . .  
. . . .  . . . . . . . . . .  . . .  . . . . .  . . . . . . .  
all of you say Brian is strong 
..... 
. . . . . . . . . . . . . . . . . . . . . . . . . . . .  
..... Ywanother .one..give me another .word (.I another.wordwe have-learnt 
John is good (J the opposlte of .which opposite of the opposlte of? 
. .  . . .  . . . .  
. .  ~. . ...... . . .  
bad who Is bad what did you say repeat that sentence 
~~ . . . . . . .  . . . . . .  . . . . . . . .  ......... 
. . . . .  . . . . .  
T 
CFew new 
T . . . . . . .  eh. . . . . . . .  . .  .. ~~~ 
Choral . new . . . . . .  . .  . . . . .  . ~. 
.T ........ thfrhaekis. . . .  
Choral new 
T 
Choral that book is new 
T . . . . .  and..this..~~. . . . . . . . . . . . . . . . . . . . . . . . . . .  . .~ . . . .  
CEew. ... ..Wbaakirdd ......................... . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . .  
yes and another word here (J look at this book this two book children read the 
. . . . . . . . . . .  . . . . . . . . . . .  . . . . . .  
. . . .  
. . . . . . .  . . . . . . . . . .  . .  
say. that book is new 
. . . . . . . . . . . . . . . . .  
. . . . . . . . . .  
. . . . . . . . .  
. . . . . . . . . . . . . . .  
. . . . . . . . . . . . . . . .  
. . . . . . . . . . . .  
.......................... 
.~ ............. 
. . . . . .  .~ ........... 
.... ........... 
............. ~ ............. 
. ............... 
.... ~~~~ ... 
. . . . . . . . . . . . . . .  
. . .  ...... 
1 . aoaio_ .. ......................... ........ 4 ?i.' i ................ 
Key: TE Tencher, P Pupil, Choral = Pupils altogether, C few = Few pupils together, I = Interviewer 
[.) = short pause, [ . j long pause, [ j unclesr 
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Subject: ENGLISH - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
Choral 
T 
Choral 
T . . ~  
P..... 
T . 
P 
T 
P 
T 
Choral 
T ~- ..... 
Choral 
T 
Choral 
.T .... 
Choral 
T ...... 
Choral 
T 
Choral 
T. ~ . 
C h a d  
T . . .  
P 
T 
P 
T .  ... 
Choral. 
.T ...... 
Choral 
T 
Choral 
T .... 
P 
T~ .... 
Choral 
T 
P 
T .... 
choral. 
T ... 
P 
T 
P 
T. . . .  
Choral. 
that book is old 
again 
that book Is old 
how is it. . . .  . . . . .  . . . . . . . . . . . . .  . . . . . . . . . . . . . . .  
.that bookkold . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . .  ..... . . . . .  
that bag is full 
again 
that bag Is fuU 
that.bag.b.full thls one..lPokat.thls..bag fchildren./aughinp).tNs.bagJs this book thatbag is? 
. .  yes who.wiU.give me.another.wotd. yes? . .  
that bag.is full ~. .~ . . . . . . . . .  
that bag is full 
what is the opposite of full? 
empty 
. again . . . . . . . . . .  . . . . . . . . . . . .  . . . . . . . . . .  
. .  again._. . . . . . . . . . . . . . . . . . . . . . . .  .......................... ......... ~. 
.. empty.. . . .  ...... . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . .  
.. emptyI.don’t~o~whe~er.thlr.one.lremp~.(.lemp~.hauris.this bag? 
empw 
again 
that bag is empty 
again . .  . .  .~ . 
. that.bag1remp.ty. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
that means It  has nothingy.exwho.wiU~.&e us another word? 
0 
another word we have learnt 
Rose is young 
.Rose is! . 
... young . .  . . . .  
.. agaln . . . . . . . . . . . .  ~. . .  
Rose is .young 
very good yes Rose is? 
young 
..and who..k.old.herein thls room.whp is.old? 
. W~irimu is.. old . . . . . .  
.~whok..!thkimul . . . . . . . . . . . . . . . . . . . . .  . ... 
the teacher is old 
again 
the teacher is old 
yes..@ is younp.and.1 am.dd lam?. . . . . .  
 old . . . . . . . . . . . . . . .  . . . . . . .  
..another.one. . . . . .  . . . . . . .  
Danielie is rich 
again 
Danlelle is rich 
DanieUe.k.rlch..that means she harwhae. 
.money_ ...... ............. . . . . . . . . . . . . . . . . . . . . . .  
. . . .  
. . . . . . .  
............... 
...... 
.......... 
. . . . .  
.... 
... 
. . .  
. .  
.... 
. .  
Key: T= Teacher, P- Pupil, Choral = Pupils altogether, C few = Few pupils together, I = Interviewer 
(.)=short pause, ( . ) long pause, ( ) unclear 
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Appendix 2a 
Subject: E N G L I S H  - Lesson title: OPPOSITES 
Standard 3 - Female Teacher 
Choral poor 
T 
P 0 
T... . . .  we are taMw.aboutrich.what.is. the opposite of rich? . .  
Choral.. . poor. . . . . .  . . . .  
T.. yes who .is.who b.who Is poor? . . . . . . .  .~ . .  ~ ~~ 
P Charles is poor 
T 
who is poor? Dardelle is rich and eh 
Charles Is not poor (,) there Is another one who is poor who is not here we are this class we 
are rich 
P.. .. Jane.is poor. . .  . . .  
T . Jane..yes Jane is? . .  . .  
 choral^.^ . .poor. .... . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . .  
T 
Choral money 
T.. . . . . . . . .  to pay far.th&..scbQLfees Gltattyou.are.rich y~~.Daddy.ls.~rZch.yau.hauerlothes.yau ......... 
. ~ ~ . have..boakr..you. are here in the.dasrraom those.p&e..wha are rickpoor ah iike.those you 
Jane is poor a poor person has no dress and no poor people do not even come to school 
because they do not have what? 
see the parking boys these who beg eh they ask people to give them what? 
C Few money 
T 
Choral rich 
T . . . .  here~.we have we have got everything.( ) . .  
P... . . . . .  Ce0ffrey.k talL. . . . . . . . . . . . . . . . . . . . .  
T ~~ . .Geoffrey is taU.who.is.Geoffrey? . . .  
T 
Choral short 
T eh? 
Charal. short. . . . . . .  . .  
T... ..... 0 . .  
P.  .. Daniel h..short. . ~ . . . .  
T 
Choral short 
T again 
Choral . Ravid..isshort Rav1d.k short 
P... Cynthia Is obeyiw.the1eacher. .... 
T ............ .Cynthta~k..ob.eylnf.t.teacher all of you ... 
Choral Cynthia Is obeying the teacher 
T eh Margaret 
P Joyce is disobeying the teacher 
T ...... all.ofyok.. ... .... .- . . . . . . . . . . . . . . . . . . . . . . . .  
Choral ... 1oyce.k disobeyin&.the..teacher 
T ~ 
Choral obeylng 
T 
Choral yes 
and food but not us here we are what? 
stand up what is the opposite of tail? 
Daniel stand up we see you Daniel is? 
.... dlsokyhgdhobeyinp.she.l..not doing  what?^ 
she is not doing the r u t  thing eh? 
. 
T . . .  the-teacher Isrelllneher.ro.do~th~..and~~irdoing..adifferent .thing_now ..hose.bw~many 
. . . . . . . .  have.flnishebwitinp.thathat2 okaytbaseHlhahaue.~nh~~nh~d.thore~who.hav.e.  ............. 
..... Anirhedwrlte.some~~r~..o.€.your.owaya~e..g~.~~ri~.ln.~n~ces.wrlte.in?.. ... 6 it! 
Key: T= Teacher, P; Pupil, Choral =Pupils altogether. C few = Few pupils together, 1 =Interviewer 
(.) = shon pause, ( . ) long pause, ( ) unclear 
... 
.... 
. .  
... 
. ~~ 
. .. 
... 
... 
. .  
7 
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Subject: ENGLISH - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
Choral 
T 
Choral 
..... 
.... 
. .  
....... 
... 
. .  
.... 
... 
~~ 
. ~ 
.. 
.. 
... 
~~. 
.... 
sentences 
like this you are gaing to write Denis in short you are going to write like this Denis is short 
(4 eh 
John ( ) J ~ h n  yes 
tall 
lohnis I d U  (.) thehell has rung that one you will do even when you go home you will do 
that you will make sentences. 
fchildren putt/ng their books away) 
. .  
..... 
.... 
. .  
~. 
. .  
... 
... 
.. 
~~ 
.. 
... 
... 
... 
. 
... 
..... . . . .  
.......... 
. . . . . . . . .  
. . . . . . . . . . . .  
. .  . . . . .  
. . . . . . . . . . .  
. . . . . . .  
. .  ... 
. . . . . . . . . . . .  
.- . . . .  
. .  ~. 
. . . . . . . . .  
.~ 
. . . . . . . . . .  
. . . . . . . . .  . . .  
. . . . . . . . . . . .  
............ 
............ 
. . . . . . . . . .  
. . . . .  
r oi :  ......... 
Key: T= Teacher, P= Pupil, Chord =Pupils altogether, C few = Few pupils together, I = htcrviewcr 
(.) = short pause, ( . ) long pause, ( ) unclear 
English opposites 179 
Subiect: MATHS -Lesson title: DISCOUNT AND SALE PRICE 
- 
- 
Standard 7 - Male Teacher 
T So, Good morning 
Choral good morning Mr Muchoki 
T how are you? 
Choral fine thank you Mr Muchoki 
T sit down 
Choral thank you Mr Muchoki 
T 
Choral yes 
so are you ready for maths today? 
So can someone remind (me) what we discussed in our previous lessons 
(yes).. . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . .  . .  
whatever. topic we discus~d.it.war.on.what? . . . . . . . . . . . . . .  
yes . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . .  ........ 
it was on what? 
per 
ah 
it was on percentape.which.percentage? 
.... 
.... percentage . . . . .  . . . . . .  . .  
Appendix 2a 
. . . .  
. . . . . .  
. . . . .  
. . . . . . . . . . . .  
. . . . . . .  ...... 
. . . . . . . . . . . . . . .  
. . . . . .  
Choral.. &count 
T percentage discount working out what we call the percentage discount (.) so (.) which 
formula do we use to find the dircount? (J which formula do we use to find the discount? 
yes Wllliam 
P . . . . . . .  ( . ) ~  . . . .  . . . .  ~. ~ . .  
T . . .  ..speak.up.they..want to bear you.lL .............. ....................... ... . . . . . .  .... 
P . . . . . . .  ( 1  
T ah 
P 0 
T multiplying the on the? 
Choral . same-price. . . . . . . . . . .  ...... . ~~ ~ ~~ 
T 
P 
T 
..... -. 
C few 
T 
C few 
T ~. ~~. 
C few 
T ~ . . ~  
C few 
T 
P 
T 
P .. 
I..... 
mul&Mng.the (J on,nthe sameso.muitiply.the ( ) so what is.the.muitipiying who.will tell  us^. 
whatis the multiply? what is. themuitiplying? yah 
(the price of an item) 
the price of the item you have SO maybe if you are on a you are doing a window shopping 
in a shop that.price that is w.ritten there on the item is what we call? the market price (.) 
maybe.the.prlce.mayebPar.hundred~rhiUioOs (..) the retall. price of that item .is one 
. . . .  
.. hundred?..rhlllinps.and.~en..yQu barpain.withfhe? shapkeeperand..he.reduces.ihe.price to.. 
... W h a t ? ~ ~ Q ~ . . ~ ~ . ~ n p r r a _ y o u ~ w U l . ~ p a y . h o w  mU.Ch'.. ..... ~~ . . .  . . . . . . . . . . . . . . . .  
. . . . . .  
eighty 
eh 
eighty shUlingi 
.  and thirsiphty.J~llliner.is.what1s knoM .as whatZwhat do we.caU thB.eighw.shiliings?. 
...... selling price . . . . . . . . . . . . . .  . . . . . . . .  .. . . . . . . . .  
. . .  eh . . . . . . . . .  ... . . . .  
................ 
selling price 
that is what is known as the selling price so what is the discount here? 
twenty 
eh . . . . . . . . . . . .  . . . .  . . . . . . . . . . .  . .  
twentyrhilllnpr... ........ ... . . . .  . . . . . . . . . . . . . . . . . .  . . . . . . . . . . .  
.. I Ot.'l>. thedkcount is?. .................... . . . . . . . . . . . . . . . . . . . . .  . . . .  
Key: T= Teacher, P= Pupil, Choral = Pupils altogether. C few = Few pupils together, I = htervicwer 
(.) =short pausc, ( . ) long pause, ( ) unclear 
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El Subject: MATHS - Lesson title: DISCOUNT AND SALE PRICE Standard 7 - Male Teacher 
C few twenty shillings 
T 
P (dircountover) . . .  
T.. .. 
Choral one hundred.per.cent . . . . .  .... . . . .  . . . . . . . . . . . . .  
T 
Choral percent 
T ................ so..here.l. have.goet..ar.example L). multiply. ..multiply. the multiplies.of.a.sh~ir..one..h~~ed ...................... 
. . . .  and..thirqr.shillinprone hundred .andth~.shililn&(.)..thls ix.nhat.we.rali.the..multip~.the._ .. ............. 
multi~.of.~~.is.one..hundted and..thlm.shWlngs md~after~bargalnlng (..) &er bargaining. . . . . . . .  
so the discount is twenty shillings so how do we work out the percentage discount? how do 
we work out the percentage discount? yes 
. . . .  ~~ . ~~ 
~. ~ . . ~ . ~  discount good .dlscount.over. multiplies multiply by? 
one hundred! percent multiply by one hundred percent that is correct discount over, 
multiply multiply by one hundred? 
. . .  
Shemoli bought it for one twenty shillings he bought it for? 
(.) so that is what Is known as one twenty shillings is the what do we call it? 
Choral one twenty shlllings 
T 
Choral .. selilng.prlce .............. 
T yah that isseliingZ.price what discountwas.( ).attached.to the.shirt? . . . .  . . . . . . . . . . . . .  
P . . . . . .  .( 1. . . . . .  
T eh 
P 0 
T 
Choral .. twenty . . . . . . . . . . . . . . . . . . . . . . .  ... . . . . . .  . . . . . .  . . . . . . . . . . . . . .  
T to.one.~.to.one.hundred and.twenty .and.you.get..the.discouat of-how~much? ~~ . 
choral .... ten.shilliner . . . . . . . . . . . .  . .  . . . . . . . . . . . .  
T 
. . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
yah that is you subtract one ( )? 
............. 
ten shillings.so what is the percentage discount? what are we going to do to get 
the percentage discount? (J and somebody should come here and do it on the board 
yah, can you do it 
.. . .  ( p u p i l ~ ~ k i n g  w the.&oard -silence.forabout 3 mhs) .. . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
T ..... correct eh?. 
P~~ no ~~ . . . .  . . . . . . . .  . .  . . . . . . . . . .  
T is she correct? eh? ( ) but she is your friend (silence but noisy traffic) so what you do is ten 
is the dlscount, is that correct? 
Cfew yes 
T ....... .one rhirty_k.whatis known as what? 
Choral .... multiplies . . . . . . . . . . . . . . .  
T 
~~~ 
..... tbe.muWpller.yaumultlph.by..one hundred? .L.l peccentbu~notone-hundred. . . . . . . . . . . . .  
as she war.doing by one hundred? (.) percent remember you are converting this Into 
what.is known a? (.) percentage. that is  why you are multiplying by one hundred percent 
so this zero will. cancel. this and here you multiply ten times ten you get what? 
one hundredshllilngs-y~ .over..thlrteen .you geet one .huadred.shW~.yah.ouer..thirteen .so.- ...... 
divide. it by..this. one .hundted divide. by. thirteen. how many-times wlll thirteen go. LO .one.. .................. 
hundred? 
eight so (J eight multiply by thirteen what do you get? 
C.few ...... onebundrebrblllW~ . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  ~ ~ ~ ~~~ 
T. ....... 
Cfew eight 
T 
P . it cannot.lt.will..r.elect . . . . . . . . . . . . . . . . . . .  . . . . .  . . . . .  
.T. .itran3 which .meanr. ro. haur.many..~~...  ............. ........ . . . . . . . . . . . . . . . . . . . . . . . .  
'3 t.few..-scveL .- . . . . . . . . . .  ~~ ~ ~ . . . . . . . . . . .  u i  ". . . .  
Key: T= Teacher, P; Pupil, Chord =Pupils altogether, C few = Few pupils together, I = lntelviewer 
(.) = short pause, ( . ) long pause, ( ) unclear 
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Lel Subject: MATHS -Lesson title: DISCOUNT AND SALE PRICE Standard 7 -Male Teacher 
~ ~~ 
T 
Choral 
T 
Choral 
T ..~ 
P .  .. 
T 
Choral 
T 
C.few. 
T 
C.few.. 
T 
C..few.. 
1.. ...... 
.C few . 
T 
C few 
T . .  
C. few.. 
T 
C few 
T 
......... 
. . .  
 choral^. 
T 
Choral 
T 
C few 
T . .  .... 
Choral 
T 
C few 
Choral 
Zhoral 
Zhoral 
. . . .  
r.... .. 
r-.~ ........ 
r 
r . . . .  
........ 
seven times so seven multiply by thirteen? 
ninety one 
ninety one (.I subtract here you get nine? yah 
yes . . . .  . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . .  
.and here weput what we call? . . . . . . . . . . . . . . . . . . . . .  . . . .  
decimal point . . ~ . .  . . .  . . . . . .  . . . . . .  . . . . . .  
decimal point and what do you put here down eeh? 
add zero 
add zero and wdte you divide by thirteen what do you get? 
.SIX . ~ .. . . . . .  .~ . ~ .  . . . . .  
.six.six multiply by thirteen? . .  .~ . . . .  . . . . . . . . . . . . . . . .  
5euenty eight . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . .  
seventy eight subtract again (.) ONO one add zero one twenty divide by thirteen one 
hundred and twenty divide by thirteen how many times will thirteen go to one hundred and 
two? 
.nine times . . . . . . . . . . . . . . . .  . .  . . . . . .  . . . . . . . . . . . . . .  
..nine. timer because of! . ~ . .  . .  . . .  . . . . . . . . . . . . . . . . . . . .  
one,seventeen. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
one hundred and seventeen carry eight now since this is (.I you carry decimal you can just 
leave it there so it is seven shillings and maybe without Including without this one and? 
seventy centc yah? 
yes . . . . . .  . . . . .  
seyen .shillings and? , . .~ . . .  . . . . .  
.seventy..cenu . . .  
that.ls (J no no no (.) this is percentage yah? 
so that the other a m r e  aUow (J  a store allow (.) a ten percent.discount a store allow a ten 
.percent.dkount Qn.~litsitnmrhQ~much.~iua.CU~me[..parfor.~.hirh marked price. is six . . . . . . . . . . .  
.shUUnpr.andBftysix thousand and fifty? The multiply.is2 . . . . . . . . . . . . . . . . . . . . . . . . . .  
six  hundred^. . . . . . .  . .  . . . . . .  . . . . . . . . . .  
six hundred and? 
fib 
six hundred and fifty [.) how much will a custmner pay for .that table? what are we going to 
yes 
.do..eh!..rhat.k the.muMply? w.hat.k..the.multiply? . . . . . . . . . . . . . . . . .  
ten.percent . . .  . . .  . . . . . . . .  . . . . . . . . . . . . . . . .  
eh?.. . . . .  . . . . . .  . . . . .  
ten percent 
the multiple 
six hundred 
six hundred and?^.^ . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . .  
fi& . . . . . . . . . . . . . . . . . . . . . . . . .  
hamwhat k~.the .discQunt? . . .  
ten percent 
eh? 
ten Percent . . .  
. . . . . . . . . . . . . . . . . . . . .  
........ ~ . .  
. . . . .  
.-... . ~ . . . . . . . . . . . . . . . . . .  
......... 
. .  ~~~ . 
. . .  
ten ~ e n t ~ l s ~  t d j e r c e n t  since the discauntlwn percent what is the 
dIscountinJbUingw~kWkountin shilling? muenued this one this discnllntinfo 
- 
.. 3 O f 6  . . . . . .  sN1~rahlYVhat.do.rou~~y.  Thir.k. tenpercent? ofAC _ _  
:ey: T= Teacher, P= Pupil, Choral =Pupils altogether, C few = Few pupils togsther, 1 =Interviewer 
( . I  = shon pause, ( . ) long pause, 1 ) unclear 
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I 3  Subject: MATHS - Lesson title: DISCOUNT AND SALE PRICE Standard 7 - Male Teacher 
P discount 
T this Is ten percent of the multi? (.) 
Choral multiply 
T . . . . . . . . .  the multiply so. weran.say.discount epuais.eauais.ten..petcentaf mulUply.so.rrhat are we ................. 
golngto.~do to get the discount.now..slnce.you know.dkcountls.equa1 to ten.percent~of  the^ . . . . . . . . . . . . . .  
........... multiply.(.) Linda? . . . . . .  .~ . . . . . . . . . . . .  ~~~ .. . . . . .  ~~ .. 
. . . . . . .  
P 0 
T very good ten over one hundred times the multiple ten over one hundred times the 
multiple good ten over one hundred times the multiply the multlply Is? the multiply Is? 
Choral .. skhundred.and.flfry. .~ . . . .  . . . . . . . . . . .  . . . . . . . .  
.T... . . . . . . . . .  kit  correct? . .  . . . . . . . .  . . . . . . . . .  . .  ........... 
.Choral .. .yes ........................ . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . .  ~.~ ........ 
T 
Choral yes 
T 
Cho~al . .  sixtyflve . . . . . . . . . .  . . . . . . . . . . . . . . . .  ...... . . . . . . . . . . . . . . . .  ...... 
T .~ .  
so this zero will cancel that and that zero will cancel that one yah? 
so what is the discount now? 
so dirCount.equa1 equals Sixty five.shllllnps..(.).sltice..the discaunt is sixty.five shUlln~.what .k. . . . . . . . . . .  
. .  or. haw .much wUl d customer pay. .for..that.table?.what.k...the..relUng.prlce sincethediscount 
Is sixty flve? what is the selling price? what are you going to do to get the selling price? 
six hundred and fifty Is the multiple you subtract sixty flve which Is the? 
six hundred and fifty.which is the-market prlce..you subtrau.sixty.five.whichis. ehrhe. . .  
.................. 
P 0 
T 
Chocal . .  discount . . . . . .  ............. . . . . . . . . .  . . . . . . . . .  
.T ... ......... 
. . . . .  discaunt which is ( l?. . . . .  . . . . . . .  . .  ~ . . .  
Choral sixty five 
T 
Choral 
T .......... five hundred andLelghty five shillin5 correctso this..is equivalent.to.what we call? . . . . . . . .  
P . . .  eipht..flve . .  . . . . . . . . . .  . . . . . . . . . .  . ~~ . . . . .  
T . ~ ~~ ~ it is equivalent .to?.we call what? ~ 
Choral selling price 
T selling? 
Choral price. 
T . . . .  that is-your selling.price. (.) so 1 amgob.tagiVp.you one..quertionl.~write it on.the..boardL 
. . . .  and you do.lt In your.exercke~ho.ok a blllof eight hundred (.).do yo.u.have any.puestions? ...... ~~ 
C few. .... no. ... . . . . . .  . . .  . . . . . . . . . . .  
T eh? 
Choral no 
T ............ raiseupyour.handxlf.yo.u.have fhished.(o) .so.wM.mark.later have you..flnished?.Everybody .............. 
......... has~tlnirhed . .  . . .  . . .  . . .  .~~ . . . . .  
one you subtract six hundred and fifrv subtract six flue what do you get? 
five hundred and eighty five 
....... 
. .  
(Teacher writing on the blackboard and work/ng out- 5 minutes) 
Charal .... nolyes . . .  . .  ~. ~~ 
T eh? 
Choral no/yes 
T so let’s go (through .the q u d o n )  together (.I let’s start with the.flrst question (.) ah a bill 
. . . . . . .  o f . e l p h t h u n ~ ~ r N u i n e r w ~ . . r e d u c ~ ~ ~ e . ~ n . f l ~ ~ . ~ w  .much.money warrhe . . . . . . . . . . . . .  
. . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . .  
~ 
( ) = shon pause, ( ) long pause, ( ) unclear 
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141 Subject: MATHS -Lesson title: DISCOUNT AND SALE PRICE Standard 7 -Male Teacher 
T 
C few 
T 
C few 
T 
T 
P .... 
T 
P 
T ...... 
T . . .  
. . . . .  
..... 
. . . . .  
P . .  
T 
P 
T 
P. 
T 
C few. 
T 
. . . .  
P . . . .  
T.. . .  
P 
T 
Choral 
T.. ...... 
P ... 
T 
P 
T 
C.few.. 
T~. . . .  
. . .  
(Pupil working on the board) 
so correct (.I good the discount is ten shillings so hundred shillings (.) we subtract seven 
hundred and what? 
flftr ~. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . .  . . . .  
we..get a.dlrcount.of?.fifry?.shlU b... because themultiple ofthat biU..ls what? hundred. . . . . . . . . . .  
shLlUn@..subuact.seven.h~e~ nrtYan4 wh1ch.k. thesell selllng~pricero the-other~quertion. . . . . . . .  
what was the discount at as percentage convert that discount into? 
percentage 
percentage yes 
..fPupil..workino on the.boardJ , .  ~ . .  
( Y 4  . .  . . .  . .  
. ( ) .  .... . . . . . . .  . . . .  
0 
me teacher 
(Pupil working on the board) 
. . . .  
... correct so.what have you done!.can.yw explain to therlass what you have.done2.. 
... (laughter) . . . .  . . . . . .  . .  
... sit you.can sit so.the this is  fib.(.) over the.multlply which .is.whaP.eight hundred.sMl1ings 
YOU multiply by 1 W.percent I told you you should not forget this (.) this sign here that Is 
percentage you are converting it into? percentage so you multiply by 100 percent and once 
you divide and mulltply you get six one over four not six one over four percent six one over 
. . . . . .  
. .  
..fo.ur percentthe other.one.(.) oh.Lhda.can you ...te ll us.what.you .have.done? explain to 
.... them thw-want to know.some .of you .don't  know^ what what is happening 
.. yes . . . . .  . .  . . . .  .~ 
. . . .  
. . . . . . .  
yah tell us 
0 
eh? 
0 -. 
ah .sit okay here..the ten.percent kthe discountten percent h h e  discount is..that correct? 
yes.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  .... .~ ~. ~.  
calculate the selling price the selling price if ten percent Is given If ten percent discount is 
given calculate the relllng price so the multiply k 206. So ten percent of 206 shlllinp ten 
percent of 206 rhlUIngs so you will get .the ten percent yah? And the ten percent here Peter 
is what? What is the  ten.percent.of 205? .~ . . . . . .  
..() . .  . .  . . .  
.eh? . . . . . .  . . . . . .  
. . . . . . . . . .  . . . . .  . . . . . .  . .  . . . .  . . . .  
.. .~ .. 
103 
103? shillings 103 shillings you subtract what? you subtract what? you subtract the? 
multiply 
103 sMUhgs.yo.u subtract rhe.multiph..and we [.). get? Is it IO3.shlIlings? the.discount is . . . . . . . . . . .  
.. 103? . . . . . . .  
no.. .. . . . . . . . . . .  
It is what? 
twenty shiilln@ 
it is twenty shillings and sixty? 
cents ~ . . . . .  
twenty~hUUngs.andslxty~ centr. Is the .discount.you..s~~~t_twohhundred.and..six.shiiiinec  and.^ . . . . . . . . . . .  
. . . . . . . . .  
sixty cents and you get one elghty flue s h l l l b  which is the what? The? - ,. 
I= Teacher. P= h~d. Choral - h m l r  altazelher. C fcu =Feu DUDI~S luv.nher. I = Intcwicucr 
Appendix 2a 
Lel Subject: MATHS - Lesson title: DISCOUNT AND SALE PRICE Standard 7 -Male Teacher  
C few selling price 
T the selling price the selling price is one eighty flve shiiiinps so that item was sold at one 
hundred and eighty flve? shillings and? forty? 
........ . . . .  ...................... Choral cent. . .  ... . . . . .  
T the ohr..one .ahthde.last one.the.lastis? ... 
T is she correct? 
Cfew no 
T yes Prisca 
T... isshe correct?. .......... 
Choral .... yes . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  ....................... 
. . . .  . . . . . . . . . . . . . . . . . . . .  
. . . . . . .  ~~ .. (Pwil wodrinp.on .the.boa~dJ . . .  
. . . .  . . . . . . . . . . . . . . .  (PwiLwfMngon the.board).. . .  
.. . . . . . . . . . . .  
................. 
. . . . . . . . . .  
. . . . . . .  
. . . . . . . . . . . . .  
. . . . . . . . . . . . . . . . . . . . . .  
. . . . . . . . . . . . . . . . . . . . . . .  
T 
P 0 
T.. ......... eh . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . 
P flve t h o u s a n d ~ e l g h t ~ h . .  
.T._ ....... flve thourand.eipht~hundred.sa.tenperren~of.flv~bundrd.0ye~~knd eighthundred. (..) ............. 
so you divide this two zeros will cancel those two zeros yah so ten multiply by flfty eight 
what is it? 
flve hundred and elghty 
flve hundred-and? elghty this is the discount in what? 
so what you do f.) Denis ( ) so what you do is ten percent of7 the multiply the multiply Is 
what Denis what is the multiply? 
...... 
........... .. . ........ . . . . . . . . . . . . . . .  . . .  ....... 
C few 
T 
Choral .... inshllllng.. . . . . . . . . . . . .  . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
T.. the discount in.what? . .  .~ 
Choral shillings 
T 
P 0 
.T eh?.multipiy subtract what?. ... . . . .  .............. 
P discount. 
T ..... 
C few selllng.price 
T 
Chocal men ty... . .  .~ . . . . . . . .  
T any questton? . . .  .~ 
C.~few no. ~ ~ . .  
T eh 
Choral no question 
T 
P 
. . . . . . . .  . . . . . . .  . .  . .  .~ .... 
. . . .  
~ ~ .~ .
now to get the selling. price what do you do? Yes 
. . . . . .  . . . . . . . .  
. . . . . .  . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . .  . . . . . . . .  . ... 
the~dkcautu muWply..rub~~.the.discouN andyou.get .thd... ... 
so that is what you done muitiply this with five thousand elght hundred subtract five 
hundred and eighty and you get flve thousand two hundred and? 
. . . . . . . . . . . . . . . . . . . .  
. .  
. . .  . .  . . . . . .  
......... ... . . . . . . .  . . . . . . . . . .  
so you can do exercise eight five all of them and after flnish you can bring your books to 
.yes . . . . . . .  .................. 
. .  thessaffmm . . . . . .  ~~ ~ ~ . . . . . . . . . . . . . . . . . . . . . . . . . . . .  .................................. 
....... . . . . .  . . . .  
. . .  
1 )  i ) l ' ( ,  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . .  . . . . . . . . . .  .... 
Kev: T= Teacher. P= huil .  Choral = hoils alto&her. C few = Few moils tomher. I = Interviewer . .  I . r r  - 
( ) = short pause, ( ) long pause, ( ) ~ c l e ~ l  
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Standard 5 - Male Teacher 
T 
Choral 
T 
Choral 
T 
Choral 
T 
12 
P 
T 
Choral 
T 
P 
T.  . . . .  
P.. .. 
T. ..... 
P 
T 
T 
P .  . 
T. .. 
P. . . .  
T 
P 
T 
P... 
T... . .  
P .  . . .  
T 
P 
T 
P 
... 
. . .  
.... 
... 
good morning class 
good morning teacher and how are you? 
!he and how are you! 
fine thank YQU teacher . . .  . . . . . . . . .  . . . . . . . . . . . .  
sit down . . . . . .  
thank-you teacher. . .  
(sitting down) 
yes let's continue from where we reached last time ( ) last time we were looking at the soils 
I said that we have got three types of soils we have what else? 
sand.soi1 . . . .  . .  . . .  . . . .  .~~ .. ..~ . 
sand soii.yes? . . .  . . . . . . . . .  . .  . .  
clay.sol1 . .  . . . . .  ... . . . . . . . . . . . . . . . . .  
clay soil and? 
loam soil 
loam roil and we also looked at what we call how water pas  through soil (.I how water pa% 
through roil.and..l.gaaue you the word which means that water.pases.through soil which . 
wo.rd was it? dr ... ? 
(. 1 drainage.. . . . . . .  
this is drainage (.) it is how water pass In soil 1 also talked about how.water rise up in soil 
how water rlse up in soil and we did the experiment the rising up of soil of water in soil Is 
called what? 
caplliarlty . . . . . . .  ... . . ~ .  ........ 
this is rapillaritythls isiapillarity (.) naw.today a e  are golng to. ieam.about prope&s..of? 
matter.. . . .  . .~ . .  
matter. eh for who can tell me what he can see around? tell what you can be able to see 
.~ ~ . ~ . .  . . . . . . . .  
. . .  
. . . .  
. - . . 
. . .  . . . . .  . .  . . . . . . . .  
. . . . . . .  . . . . . . . . . . . . . . . .  .. . . . .  
. . . . . . . .  
. . . . .  . . . .  . . . . . . .  
around 
trees 
treer . . . . . .  . . . . . . . . . . .  
juice . . .  
juice. . . . . . . . . . . . . . . . .  
Britania Ibkcuk box on side) 
Britania 
anything that you can see around or you just look anywhere 
. . . . . .  
. ~~ 
desk. . . .  
what else? 
desk. ~ . .  . . . . . . . .  
desk res? 
camera 
the camera yes? 
.umbrella. . . . . . . . . . . . . . . . . . . . .  
.umbrella itfs yes.there.yes.~ ... 
window . . . . . . . . . .  
window 
chair 
the chair 
cupboard 
the cupboard . . .  
container. . . . .  ........... ..... 
(ey: T= Teacher, P Pupil, Choral =Pupils altogether, C few - Few pupils together, I =Interviewer 
(.) *short pause, ( . ) long pause, ( ) unclear 
. .  
. .  
. .  
... 
~~ . 
.~ 
.... 
. . 
. . . . .  
. . . .  
. . ~  . . . . . . .  
. . . . . . . . . . . . . . . . .  
. . . . . . . . . .  
. . . . . . . . . . . . . . .  
................. 
. . . .  ..... 
........ 
. . . . . . . . . . . .  
I &,I'i 
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Subject: SCIENCE - Lesson title: PROPERTIES OF M A T T E R  
Standard 5 -Male Teacher 12 
P 
T 
P 
T 
P 
T. .  .. 
P .. 
T 
P 
T 
P ........ 
T. 
P .... 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
U 
container 
blackboard 
blackboard hands down now hands down now (J now what you have been mentioning 
around is what.we.cali.matter in-science or.what you..have been mentioning around 1s.what. . . . . . . . .  
.we call? 
matter . . . . . .  
matter now matter exists in three forms I am going to mentlon the three forms of matter 
the one special things mentlonlng like (.) the umbrella (.) containers (.) pieces of wood like 
this blackboard ruler these ones are put in what we call? soUds these.ones are solids we have 
got.ako.another type of matter .wNch.exists in a liquld formon this word we..are.staying on . . . . . . . . . . .  
. . .  . . .  
who .can tell me anythingthat.ran &t In a liquid in a liquld..form eh eh? . . . . . . . . . . . . . . . .  
. . . . . . . . . . . . . . .  . . .  . .  . . .  . . . . . . .  g a .  ~~ 
the gas is It a liquid? yes a good trial but not 
ice 
ice ice can be liguid yes you took it during breaktlme I know (.) what else? 
. . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . .  ..... water . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
. . water watec yes what else-yes? . . . .  . . . . . .  . . . . . . .  . .  
. . .  . . . . . . . .  . . . . .  .. ............ (-1 . .  . .  
orange? 
oil 
oil yes oil any other? 
paraffin. . . . . . . . .  . . . . . . . .  . . . . . . .  . . . . . .  . . . . . . . . .  
. . paraftkyes does.it.make up your answer yes?. . ~ . . . . . . . . . . . . . .  ............... 
.. D o m  (inrect sprayJ . . . .  . ~. .. ........ 
Doom yes 
spirit 
spirit and juice you are forgetting.to mentloning it all these ones are what we call? liquids 
they arrtliquidr.(.).there..~alra..anather..state.of.matte..~t.row dldn t mention. but we 
feeiLthatkkthere. we. feel.ir there.that1s~why we.areputtlng.on.rweaters which type..of. . . . . . . . . . . . . .  
.. thk? am talking aboutoh 
liquids 
liquids very good yes? 
air 
. . . . . . . . . . . .  
. . .  
.... this ixalc~zo.air..ls.a.g~.it is a gas wha.can.mention fame any~example.of a w.(.).stand . . . . . . . . . . . . . .  
.. fornard(.) . . . . . .  . . . .  
... carbmdioxide. . . . . . . . .  . . . . . . . . . . .  . . . .  . . . . . . . . . . . . . . . . . . . . . . .  
carbon dioxide Is a gas very good 
oxygen 
oxygen what eke? 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  ......... ............. ... & . O g e l L  .... 
.... nitropen~k.a.garyes.&aLek who can.rem1nd.me .all those-ones-are Hlhat we.cali gases.so . . . . . . . . . . .  
w ~ . ~ e . ~ w . ~ w n . . t h a t . m a t t e r . i r . m a d e  u~.ofthree.thingxand.these ones.are.either? . . ...... 
C few solid liauid.gas 
T and gas those are the three states of matter matter can only be formed in these three forms 
are we together? 
. . . . . .  . . . . .  . . . .  .. . . . . . . . . . . . . . . . .  C few yes.. . .  
T ............ now.thk.ira.rh~.~cd.durter.in.which~state .can.we.get it this o.ne here? 
P soUd . .  
. .  . . . .  . . .  
. . . . . . . . . . . .  . . . . .  ...... . . . . . . . . . .  ... . . . .  . . . . .  ...... 
? ,)< i
Key: T= Teacher, P= Pupil, Choral =Pupils altogether, C few = Few pupils together, I =Interviewer 
(.) = short pause, ( . ) long pause, ( ) unclear 
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Subject: SCIENCE -Lesson title: PROPERTIES OF MATTER 
Standard 5 - Male  Teacher 12 
T 
P solid 
T 
P 0 . . . . . . .  
T this is.lIquid2. . . . . .  
P.. no . . .  . . .  
T what is it? 
P a solid 
T 
P liquid 
T 
this is a solid what about this pen of mine? 
it i s  a solld yes what about a piece of paper? 
. . .  . . . .  
. . . . . . . . .  . . . . .  
. 
a solid what about I can see juice here how do we put it? in which form? 
this is a liquid very good.naw.(.)..we.are.faring on weU.(.). so we say.that matter.behaves in . . . . . . . .  
there is a time when. these solids solids can get bigger they can become so big (.) for 
example when you heat apply heat on these solids for example a metal it will grow big it will 
grow big (.) now. in.science we don't say that its growing big there is a term that we use we 
. . . . . . . . . .   say^ it does what? who.can.remiadme.yes.growlne.hipof.metals.whenfor example when .................. 
they.areheated.they are.doing..what?.who can attempt? . . . .  
.P . . . . . . . . . .  .they.expand ...... . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . .  
they expand very good they expand (.) so matter can expand and there is also a time when 
matter can become small in sire for example when they cool down when a metal cools 
down it reduces in size and shape so in science we don't say that it becomes small and there 
is just one..word that we .use. how.do. we say? . . . . .  . .  . . .  
. . . . . .  . . . . . . . . . . . . . . . .  . . . . . . . . . .  . . . . .  
. . . . .  .... different.wayr.for.~lethe.solidrllqulds~and.pas.behave.in. different ways-for .example ............. ~~ 
. . .  
T 
. . . . . . . . .  . . . . . . . . . . . . . . . .  . .  .~ ~~~ . . . . . . . . . .  . . . . . . . . . . .  P it contracts 
T . . it contracts ~ ~ ~ ~~ ~. 
P 
Choral contracts 
T 
. . . . .  .. ~ 
it contracts very good It contra,.? 
contracts .so matter can either expand. or can ekher .contract this i s  urn lookhere look this 
. . . . . . .  end .1.J .m~r..rao..~. .expand.when.th~~e2.heatgd.~henyou ea3.a liguid.it.wUhave~~ . .  
. . . . . .  to expandfrrr..exampie.if.we put.~~~.here. .then.~.) . . in~~s.~acr.we.place on..flre..you will . . . .  
seethat water is boUlngand ~en.startrrpUiine.offrpillroff this one shows that the.water 
which is a liquid was heated and it started expanding that is why there was an? overflow not 
so? 
C few yes 
T ~ . . arewe together?. . ............ 
Choral yes . . . . .  
T . . . . . . . .  who..has.ever..ptepared that for.example you are preparittzsome.Qorridge then it has. . . . . . . . . . . . . . . . . . . . . .  
reached.a half like this after it starts boiling you will see it spilling off the surfaces have you 
ever tried that? 
.then.that one shows that a liquid expands-when it.is? heated. not so? 
. . .  
. . . . . . .  
~~ 
P yes 
T 
P yes.. . .~~~ ....... 
T ........ whathavelrald.when as a iipuid .getrmall...when.does.matter getsmall?. when does matter. 
............... . . . . . . . . . . . . . . . . .  . .  
. .  . . . . . . . . . . . . . . . . .  . . . . .  
contract when it is done what? 
when it is cooled down it? contracts when does It increase In size when does matter increase 
P it is cooled down 
T 
P when it is heated. . . .  . . . . . . . . . . . . .  . . . .  
. . ~. .~ in size? Kevin~when does matter increase in sire? . . .  . . . .  
~~ ~~ ~~ ~ ~~ ~ . . . . . . .  . . . .  ... $)I,.' . . . . . . . .  
. . . . . . . . . . .  
Key: T= Teacher, P= Pupil, Choral = Pupils altogether, C few = Few pupils together, I = Interviewer 
(.) = short pause, ( . ) long pause, ( ) unclear 
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Standard 5 -Male Teacher 
T 
C..few 
T .  ~ 
. . . . . .  
Choral 
T..... . 
.... 
..... 
C few 
T 
....... 
T . . . . . . . .  
Cfew . 
T ........ 
. ~ .. 
12 
. . . . . . .  
C few .. 
T . . . . . . .  
T 
Choral 
T ........ 
P 
T... 
P 
T 
P 
.T . - 
Cfew . 
T . . . . .  
P 
T 
P .... 
T...~ .. 
. 
I 
when it is heated nice when It is heated matter expands now can you get out your science 
book and write something (.) get out the science book (.I write the headings as properties 
Ot? 
matter . . . . .  
but.before we.wrlte..then there.ls.somethhg that r e  are-forgettinpthat matter should have . . . . . . .  
some.weight.that lc.what 1 fail~to.mention rhat.mtter shouldhave some.weIght.and.should . . . . . . .  
occupy space for example look at thls way yes that’s vibration that’s vibration in science we 
call it what? 
vibration 
cm.you keep it very firmthat one very..good boy.1.3.now matter-is anything that.occup1es . . . . . . . . . .  
space and it should have some.weight.like for example thlrane..this.this.chalkhoacd~(.). .................... 
blackboard. ruler when .you.place~lt.hert its occupylngthis.snace the.whole~of.thls space-are . . .  . 
you are YOU seeing? 
yes 
it is occupying this space and when you try to lift It is having some weight and this is now 
matter s0.k should.Qcrrupy spare.and.lt.should havcsorne welght let’s write 
(children writing and teacher drawing on.board..l.Qminutes ) ...... .... . . . .  . . .  ... 
ball aodring is~m.experiment what s b s . t h a t ~ s o ~ . U k e  theselook this..end~baU.and ring.. .. . .  
expedment which shows that saltr expand when they are heated for example this is the ball 
and this is the ring (.) when the ring thls ring is pulled for example when this one is pulled 
then it can be able to enter into that baU are we together? 
yes . .  ...... . . . . . .  . . . . . . . . . . . . . . .  .. ~. .... . . . . . . . . .  
when..this one.lrpuUedlt.fan be3bie.tQ.enter.into_thir (halePf)~hall..hutwhen..you~heat.this~ ~ .............. 
ball so thatit .can.lncr~Inits. .sire. .u)~~itbPlcamesbig.lt .~U~ be.abkto enrerinto . . . . . . . . . . . . .  
this hole or into .this ball this showsthat soh ran expand when heated this was an 
experiment that was carried.aut and itwas discovered that metal any.saltr can expand when 
heat is exposed (into) them so that when thlr ring faus to enter into that ball then It shows 
that it has.at least increased in?.slze.that~is whyit.is~refuslnp~to.eeter..there a e.we rogether? . . . . . . . . . . . .  
yes . . . . . . . . . . . .  . . .  . . . . . . . . .  .~ . .~~~ 
yes. you can copy that then ( 1. .. ~. 
(children writing 5 minutes) 
so are we Bnished? 
yeslno 
I .have.already.flnlshed here it is here now what we~said what mattec.is what is matter? . . . . . . . . . . .  
teacher . .  . .  .. . . . . . . . . . . .  
who.canr.emind..mehhatk.matter? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
matter is something that OCCUPY space 
occupies space good and who can complete? 
weight 
anditmust haue? . . . . . . . . . . . . . . . . .  . . . . . . . . . . .  . .  ......... ................... 
WeIghL . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . .  
and~.wehave &said thatk.exirts. inthteeefom you must .get them. Into three forms what . . . . .  
are these three forms? 
gas 
eh 
ear. .~ ... . . . . . . . . . . . . .  
gas. . . . . . . . . . .  ..... . . . . . . . . . . . . .  . .  
. .  
. . . . . . . . . . . .  
. . . . . . . . . .  + l , i  i P .~.soUdL . .  . .  . .  
Key: T= Teacher, P pupil, Choral = Pupils altogether, C few = Few pupils together, I = Interviewer 
(.) = shon pause, ( . ) long pause, ( ) unclear 
. o . o r . o o z .. .  - .  . .  - 
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Subject: SCIENCE - Lesson title: PROPERTIES OF M A T T E R  - - 
I l 2  I Standard 5 -Male Teacher  
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
T 
P 
P 
T 
P 
T 
P 
T 
C few 
T 
solid 
iiquld 
and liquid mention for me some examples of the solids solids? 
rock . . . . . . . . . . . .  ... 
. .  . . .  . .  rack is a solid (.).whatelse?.. 
.... .. .sun . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  .... 
the sun mention any other example of a solid 
table 
table 
doors ... 
doors . .  .~ 
biscuits . . .  . .  . . . .  
biscuits are solid what else? 
wood 
wood what else? 
biro.pen . . . . . . . .  . . . . . . . .  ............. 
biro pen what else? what about iiquidsyou can m e n t h f o r  me Uquids very fast? 
iuice ~~ . .  
iuice is a liquid? 
paraMn 
paraffin 
porridge . .  
porridge . . . . .  
oil ~. . . .  
oil 
water 
water what else yes? 
. . . . . . .  . .  
. . . . . .  . . . . . . . . .  . . . .  
. . iuice ... .... . .  
. . nitrogen . .  
juice. those ones are examples of~liquids what about when we ... come to gas gases? 
. . .  
nitrogen somebody else try? 
teacher 
oxygen 
oxygen ahat else?. 
( )  . . . . . . . . . . . . .  . . . . .  
~ . oh he.. h k c m ~ ~ o ~ d . . y o u c . . ~ w e r s  now. we. have said that e matter-behaves in different ways 
when you put it in you. put the matter in heat in another condition called heat then it will 
behave in a different way how will it behave when you put matter in on heat on heat? what 
will happen to matter? Ngure 
it wiil..expand~ . . . . . . . . . .  . ~ . ~  . . . . . . . . . .  . . . . .  
it will.expand.meanlngthathat.it will increase in?.size what.about when you remoye It. from 
heat andp.ut.lt.somewhere~ek.ta.coo1 what will happen.m.lt? it will have a contracf whlch. 
means it w l  have to reduce in ? 
size 
so next tlme when we meet. 1 will have to draw to draw and tell you what the experiment is 
you shal.wrlkm k... ahautthe .experiment.shall we.and.we.shail leamabout the next topic 
also about.the.~~perties.of.matter~.till~next th.not.so2 . . . . . . . . . .  . . . . . .  . . .  
.? ,)I i . . . . . . . . . . . . .  . . . . . . . . . . . . .  C.few yes . . . . . . . . . . . . . . . . . . . .  
Key: T= Teacher, PS Pupil, Choral = Pupits altogether, C few =Few pupils together, I = Interviewer 
(.) =short pause, ( . long pause, ( ) unclear 
.... 
~.~ 
. .  
. . .  
... 
. . ~  
. . . .  
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INTERVIEW Appendix 2b 
Subject: ENGLISH - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
I 
T 
I 
T ... 
I .  
T~ . 
I 
T 
I 
T .  
I .  
T...... 
I 
T 
I .... 
. .  
T 
i 
T .  .. 
i . . .  
.... 
T 
I .. 
T.. .. 
I ..... 
T 
I 
T 
I... 
T..... 
I 
T 
I 
T 
i ..... 
T~ 
I ...... 
T 
, I . . . . .  
~. 
How did you Bnd the lesson? 
mmh 
how did you flrd that lesson? how did you think it was? were you happy with it? 
I was.happy .. . . .  . . .  ~. .... . . . . . . . . . . .  
why.w.weyou.hapW?teU.me .. . .  . . .  . . . . . .  
yes 
and they were, gening what I was teaching. them what they were learning 
was that a typical lesson? how do you normally do the lessons? 
yes thatkhow.1 .do the.1esso.n ............ . . . . . . . . . . . . . .  ~~ . . . . .  ~. 
you use..the...a.lo.t.of.examples.as..weUasthe visu~.y.erdoyou.normaUyuse..exampler? ... . . .  
the times 
right 
yes 
. . because-the studenv..remonsed.responded well ..... . . . . . . . .  
....... yes l.normally .use.examples 1 use.rk.rhlldren~to make.sentencer.l.use the chUdrenmost o f  . . . . . .  
.. anddo yauget.yau-get.them to do choral a lotthey do in unison yes do you think that is.a . . . . . .  
 good. . . . . . .  
.... way. .af.when.aLtherhildren.join.in. together?. . ..... . . . . . . . .  
it is not ahvays the best eh sometimes I tell them to do it individually 
How do you decide how do you decide whether to have all the children together or you ask 
one child? how do.you choose which was? 
1 don’t get you . . . . . . .  . . .  . . .  
rometimer.you a k . a  guestion and you .ask.all.the.chlldren.and. they-all answer.together. .(.) . . . . . . . . . .  
. . sometimes youask.iurt  one childandwhat1 am askingis..how do.~.you decide whether to.ask 
all the children to say something or one child? 
(.) I just I use aU the children to answer the question and then after that I ask them 
individually 
dght~saym do.bow.do. .you choose the. individuals? . .  . .  ~. 
fromallthe .groups... . .  . . . . . .  
there are different group 
which groups do you have? 
I have group A group B and group C 
akay.righ.. . . . . . . . . . . . . .  
they..are.accordlng.~totheabillty. (..I. . . . .  . . . . . . . . . . . . . . .  . . . .  ................... 
right what.do.you..wlth thoxdifferent they sittogether do they?.. ........ . . . . . . . . .  
they don’t sit together 
okay 
they sit according to their abUity 
.. okay.so.yauhve dlfferent groups in here? . . . .  . .  
.. okay ro.harar..and&n..what.dyou. dowhat does.group~A do diffw.entkfrom.group B. 0c.C. . . . .  
... .lgke.thgcnwhaattweak ILpiu.e..them.easy work the.others can do~even harder work 
. ~ so.ulre.youkLlxtoceweryone rtarted.doing..the same and then you~told these ones to . 
. . . . . . . . . .  
~ . . . .  
continue. .wlth.rnare examples 
yes more examples continue with more examples and those who are weak (J they are slow 
in writing and so 
tha..have.more&nt&nyou  ark ..them.to. do a.loLL.sw.lf. arhlld~.ge~..something.wrong .......... 
. ............... ....... when.you.ask.a.mn what.do.you .do.when the.chUd ir..w.ongXa.child glverawrong~ 
I or’.. ...... ........... ~~~ . . . . .  . . . . .  ... .-?.~- . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
Key: T= Tcachcr, P;; pupil, Choral =pupils altogether, C fcw = Few pupils togcthcr, I = Interviewer 
(.) = shoR pause, ( . ) long pause, ( ) unclcm 
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Subject: ENGLISH - Lesson title: OPPOSITES 
Standard 3 -Female Teacher 
I ....... 
1 ....... 
T 
1 
T 
1 
T .. 
I. ...... 
T. ........ 
I 
10 
T. 
I 
T 
I 
. .  
T. ..... 
1 
T 
I 
T 
I . .  
.T 
I 
T 
I 
T 
1. . . . .  
T....~. 
1 . . . .  
T 
I 
T 
I... .. 
opposite I 
if the child gives a wrong word 
I correct the child 
okay-correct the childand if the.ch1ld.lsright what is.the.nonnal..ihing thatyou do?.. . . .  
I tell the o k .  chlIdm..that .that is correct.. . . . . .  ........ . . . .  . . . .  ... 
finished 
and then you stopped them to tell them to close their books and then you did some more 
. . .  
...okay and when~.they..were warkingsome of them..were.sffll workhgandsomenf them~were~ . . . . . . . . . .  
examples 
. ..yes I wanted.to.glve them more examplerbecause.of.the faster children. 
. right. . . .  .. ~. . . . . . . . . . .  
so that thase faster children.can continue (-1. working.more . . . . . . . .  
Do you often do that? 
they can be Idle 
right so you do often do that 
yes. .. . . .  
.  they are working.aad.you..stop..them m~give them more . . . . . . .  
... yes.1 give-them more. . . . . . . . . . . . .  . . . . . . . . . . . . . .  
.... 
........... 
. .  . . .  
. . . . . . . . . . . . .  
.~ . . . . .  
................. 
. . . . . . . . . .  - 
so how would you follow this lesson how what what would you do in the next lesson with 
the 
children? these same children 
. .the same children?.. ....... . . .  . . . . . . . . .  . . .  ~~~. . .  
..the next lesson we will write In sentences the opposltes we will~wdteh sentences and~not in . . . . . . . . . .  
.... yah how would you follow thir.whatis..the.next lesson? . . . . . . . . .  . . .  . . . . . . . .  
single words 
And what problems do you think there are when you teach In English? What problems do 
you have 
. .generally with the children?. . . . . . . .  
with understanding..(..). understanding . . .  
. ..and why.lcthat? . .  . . . . . .  
especially reading and understanding 
yes and how do you help them? 
by giving them reading using teaching aids 
.. .okay . . . . . . . . . . .  . . . . . . .  
yes . . . . . . . . . . . . . . . . .  
. so.yOu brlngthe aids in? 
Yes  
okay 
they bring more aids to the classroom 
Do you teach.dass..one.as well?.. 
Ati, clacs . . . . . . . . . . . . . . . . .  
one.do.you,reach.thevery.)roungones 
1 don’t teach those ones 
okay do you teach c l w  2? 
1 have tau& before 
. .  
. . . . . . .  
. . . .  
. .  
. . . . . . . . . . . . . . .  
. . . . . . . . . . . . .  
. . . . . . . . . .  
. . . . . . . . . . . . . .  
. . . . . . . . . . . . . .  
................. 
. . . . . . . . . . . . . . . . . . . . . .  
................. 
. . . . . . . . .  
. ~ . ~ ~ ~  . ............. 
. . . . . . . . . . . . . . .  . . .  
. . .  ~ ~ ~ . .  
. . . . . . . . . . . . . . . . .  
.......................... 
....................... 
- 
okar.what..do..yau.do.~fferentlyYviththe v ry rery.beginnhg.the.children who are. . . . . . . . . . .  . .  
~ beginningfrom. . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . .  . . . . .  .............. .......... 
. .  .nothing.ho\u.df.p%L&..them? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . .  :<If-; . . . . . . . . . . . . . .  
Key: T= Teacher, P= Pupil, Choral =Pupils altogether, C few = Few pupils togethn, I = Interviewer 
(.) = shon pause, ( . ) long pause, ( ) unclear 
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Standard 3 -Female Teacher 
T from standard one 
I 
T 
I oh..okay the alphabet8rrt. . . . .  
yes, how do you help those? 
those ones start from learning alphabet 
T . . . . .  Emalphahet and~soundc. .................. . . . . . . . . . . . . . . . .  ...... 
T Thank you very much 
. . . . . . . . . . . . . . . .  
. . . . . . . .  
............. . . .  
. . . . . . . . . . . . . . . . . . . . . . . .  
. . . . . . . . . . . . . . . . . . . .  
. . .  ~~ 
. . . . . . . . . . . . . . . . . . . .  
. .  . . . . . . . . . . . . . . . .  
. . . . . . . . . . . .  
. . . .  .. . . .  
. . . . . . . . . . . . . . . . . .  
. . . . .  . . . . . .  
.......... . . . .  
. . . . . . . . . . . . . . . .  
. . . . . . . . . . .  . . .  
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
. . .  . . . . . . . . . . . . . . . . . . .  
. . . . . . . . . . . . . . . . . . . . .  
. . . . . . . . . . .  
. . . . . . . . . . . . . . . . .  
......... 
...... . .  
. ~. 
. .  
~~ 
. .  
.... 
.... 
..... 
. . .  
....... 
. . .  
. . .  
. . . . . . . . . .  
. . . . . . .  
. . . . . . .  
.~ 
. . . . . . . . . .  
. . . . .  
... . . . .  
. . . . . . . . . . . . . . .  
. . . . .  
.... 
........... .. 
. . . .  . ............................ ~ ~. . .  
Key: T= Teacher, P; Pupil, Choral = Pupils altogether, C few = Few pupils together, I = Interviewer 
(.) =short pause, ( . ) long pause, ( ) unclear 
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I 
T 
1 
T 
L 
T 
I 
T 
I 
T 
1 
INTERVIEW 
T . .  
1.. . ~~ .. 
T 
I 
T 
1.. . .  
T.. .... 
1 . ~ ~  
T 
I 
T 
. . . . . . .  
L ..... 
T 
I 
T 
I . .  
T~ . . . .  
I 
T .  
I 
T... . . .  
I ......... 
T .  
I 
T 
i ........ 
. . .  
So can you tell me what do you think about that lesson? what's your thoughts on it? 
the lesson? 
yah how did you find. it? ~~ . .  . . . . . .  . . . . . . . . . . . . . . . . .  
it..k.good but.the time was.not.enough . . . . . . . . .  
wasn!t~enough time? . . ~  . ~. . . . . . . . . . .  
I could not mark all the books and maybe I think the children are too many and ah but 
generally I can say it is good 
and.lf you dld the same lesson again you know would you change anything? If you could do 
.the samelesson with the .same children. again would..you..do.anythlng.differently? . . . . . . . . . . . . .  
ah can.1 do anythlnf..dlfferent when I'm what are you saylng?. 
no..[ was justasldrglhatifyou had ta..da~this lesronagain-wwith.the.same chUdren would  you..^ .............. 
do anything differently next time? 
yah I would do something different 
what would you do? how would you do It? the same lesson how would you change It? If 
you..had .U . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . .  
.er I would ..enco.urage~the.pupik to..partlcipate . . . . . .  .~ . . . . . . . . . . . . . . . . . . . . .  
okay . . . . . . . . . .  . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
fully in the lesson 
how how would you do that? 
maybe by er asklng questions 1 let them do some problems on the board 
you. did.that.though . .  . . . . . . .  
ah something like that if It Is necessary I can also .use reachinpaids er . .~ 
ah when you ask a question how do you choose which child to.answer?. 
the last one? 
mm any question when you ask how do you decide on the.child? 
er that Is depend on maybe you know (J 1 choose the from one row then next time the 
next quest1on.l. choose somebody from .xhe.r.orv.whlch ls.at.the center. and then.the.other.. . . . . . . . . . . . . .  
row lik.that.l.try.to dlstrlbute .the questions evenly . . . . .  . .  . .  . . . . . . . .  
so allthe childrenslaingin abUtgl.groupr? . . . . . . . . . .  . . . .  . . . .  
no they do sit in ability 
they sit free? 
yes but at time you can 8nd that those who are bright are on the other row but It is not the 
teacherwho have.tr1a-l to.nini . . . . .  . . . . . . .  
It is (.) they declde themselves? . . . .  . . .  ~ ~ . 
yah . . .  . ~~ . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . .  
yah and when a child answen a questlon correctly what do you normally do? 
I'm suppose to reward orally maybe good very good excellent something like that though 
this time I could not use those comments but that is what I am suppose to do 
and If.they..get.lt~wro~.H.do you do U the.child.gets.it.wrong7 . . . . . .  . . . . . . .  ... 
I tr .to.eh encouiage.the.rhlld . . . . . .  . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . .  
do you use KiswahUi &all m e t i m . l o . e x p l a i n ~ .  .. . . . . . . . .  . . . . . . . .  . . . . .  
yah sometlmes I use Kiswahill 
or another language do you find that helps? 
It helps because there are those who.don't understand English 
th~'~.a.pr~hlem..hQv.~~~~~ theckthat..~erhlldren..understand?how do you~know .If .they . . . . . . . . .  
understknd~the~Lesson'.likenow.after thk lesson how.do.you.know whlchmerhave . . . . . . . . . . . . . . . .  
. . . .  . . . . . .  
. . . . . . . . . . . . . . . . . . .  
. . .  ~ ~. 
....... ! 0s:t.. understood? . . ~. . . . .  . . . . . .  . . . . . . . . . . .  
Cey: T= Teacher, P= Pupil, Choral F pupils altogether, C few = Few pupils together, I - interviewer 
(.I = short pause, ( . ) long pause, ( ) unclear 
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T 
I right 
T 
. .  
er after giving them an exercise 
once I have marked it I. wU1 be. in a parition to know that they have understood or not so If 
they havenot understoad.~lcan.teach.them.again.those..whamaybe have.gQt.probhs . . . . . . . . . . .  
.in w0rking.l can try to find time and 1 do.remedial teaching. . . . . . . . . . . . . . . . . . . . . . . . . .  
I . . . . . .  remedial teaching?.. . . .  . . . . . . . . . . . . . . . . . . . . . . . . .  
T yah 
1 eh when you gave the questions some children Rnished very quickly and some are more 
slow ... 
T ....... 1t.b. that I think.thole..ones. finIshed.quWdythey. are the bright ones a n d  who .are slowhey ........................... 
are the one who they~are the one.who.are~somehow weak . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
1 right but the ones who finish qulddy xhat can they dowhile they-are waitingthey. have. to .............. 
Walt? 
T no I am supposed to I normally give them more work 
I ah more okay and you what about the slow ones? 
T . the slow one.thatthatb wheo.1 asslstIamsupposeyah.l.normally.asslrtthem .. ............... 
I .  ........... I .waz.wondertng.ym.had. one very. tdcky sum..one.diftkult sum atthe.beglnning that.one.to ........................... 
........ .do..wlth the.percentage . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
T 
I 
T yah I was 
I ..... ..was it normal tha t  one? . . . . . . . . . .  
T .eh. ... . . .  . ~.~ . . . . . . . . . . . . . . . . . . . . . . . .  
I. . . . .  that was that a normal question? Lt was quite adifficult.onebecause.it involvedlong~divhion .................... 
T no It was not hard it was not hard only that the division was somehow tricky the question 
was not hard the division must give them the problems problem 
1 and and how do you think the children generally how do you think they learn the maths 
................ best?..What.do~.you~think the best ways are for them .to..learn..mathematics? . . . . . . . . . . . . . . . . . . . . . . . . . .  
T . . . . .  what.the..method . . . . . . . . . . . . . .  ........... ..... ............. 
1.  . . . . . . .  yah what. do you know. what-do. you think Ir the best way~to help~children to learn the. . . . . . . . . . . . . .  
T aah 
I here in Kenya? 
T . . . . . . . .  .aah one aah ther should yani-we should be.given more .time ........ espedaliy~lnmathematics ............... 
. . . . . .  because it.& hard and..yo.u. know-the the children~have got that.negatLve attitude.tawardr~the ....... 
okay that one of percentage 
that was a very tricky one that involves long division 
mathematics? 
. . . .  subject~they~they.say.thatitc~hard.that's their opinion.yah.so ).think that eh~the government ........ 
should eeh.give us more time maybe kshould eeh especially In this primary level they 
should reduce the number of subjects there are subjects which are not necessary in 8-4-4 
system of education so I think that time when we maybe we are suppose to teach another 
subject whlch.h.like Music thatis the.time.when.you.cano_teach marhrbecause~you know . . . . .  .. 
............ they.takeltxahard.subjecL .................................................. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
1 . . .  yes.why do.the)r..thtnk.why..do..they .~d.ithard'.why.do.you.think they findit hard?.the ..................... 
mathematics 
T you know you know somehow they don't like reasoning that is the problem reasoning that Is 
a problem they like to be given something which is direct 
I. ~ . ~ ~ ~ yah  . .  . . . . . . . . . . . .  . . .  . . . . . . . . . . . .  
I so 1f.itaquesUon.a directquestion. . . . . . . . . . . . . .  . . . . . . . . .  ................. 
I ........... &.alright. ............................. . . . . . . . . . . . . . . . . . . . . . . . . .  2 (I!:.! ~ . ~ ~. . 
Key: T= Teacher, P= Pupil, Choral = Pupils altogcthcr, C fcw = Few pupils together, I =Interviewer 
(.) = short pause, ( . ) long pause, ( ) unclear 
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T 
I 
T 
they don’t like something they will just si t  there start thinking reasoning eh? 
yah what do you mean by a direct questions? 
shortcut maybe let’s say you know in mathematics eh tricky question answered you have to 
think.you.have.to reason.so and there.are.questions which aredirect.there.are questions.. . . . . . . . . . . . . . .  
which.aremaybeif it..is..a sum instead of if it is a question.instead of bringing that question . . . . . . . . . . . . . .  
eh in.statementfom like a comprehensive .we..& they-bring it iike.ten plus.twenty 
. .  
. . . .  
. . .  ........... 
I right 
T 
I yah 
T...... 
.......... thaty.au.ha~e.to_readyou~ undentand.theLngllrh.rhenafteundentandng you analyle.you 
but you can see that is a direct question a direction problem 
.. butwhen kcomes to-setting. o ~ u  ke.. €they ........ k.i..ques.o..su....-...... .- 
.. interpretfhequestion.then you.reason~sa.thatyou.canstart working.. .. 
. 
............ 
. . . . . . . . . . . . . . . . . . . . . .  
I 
T 
how much .do you thlnk the English is as problem because they have to do maths In Engbh 
Is it a big problem for them? 
the problem Is that because of the the environment here you know once they go home they 
..don’t talk English .they.that.is not.their.language of communlcatlon. So.that is why..you can ...... 
. . . . . . . .  .see.Englich.undentanding..EnglW1..isa.problem to them.mmh..theydon’t they are not . . . . . . . . .  
...... conversant.with.~.such.that when they are.ah..a.question.is broughtin. English eh it.gives.. . . .  .. 
them problems of and maybe it is not hard but because they are not understanding what 
what they are suppose to do? 
so how can you help them with the English what can you do as a mathr teacher? I 
T . . . .  .as.a.matk&acher I thlnk Ant.ahl.should.try~to.communlcate..in E glish i.ure.simple~ . . . . . . . . . . . .  
English tha.they.canu&rstand then.l.encouragethm.to .talk in EngUsh and.1 give them.a.~ . . . . . . .  ........... 
. .  iototexerrlwandmayhel ~_teachingaids.and.~ather.teachen Uk.those.who . . . . . . .  
teach English should a h  be encouraging them to talk In that language 
I mmh cause I was thinking that when .the child was working on the board one of the girls she 
should she should have explained what she was doing 
me I can even I couldn’t follow I couldn’t undentand what she was doing but she.got the.. . . . . .  
but but the problem is I explained explaining In English is a problem that is why you could 
ree they could not do it? 
. .. . . .  . . . . . . .  T.. yaya . .  . .~ 
I .. 
. . . . . .  .right answer. . . . .  ~. ........ . . . . . . . .  . . . . . . . . . . . . . .  
T 
I no 
T . . . . .  but they know they car..do it.they know they have got~that hey know. how but now. 
~~ 
. . . . . . . . . . . . .  
. . . . . .  ..explaining it up thereis.a.problem . . . .  . .  . . . . . . . . .  
I ....... really.so..we need to help them.. . . . . . .  . . . . . . .  . .  . . . . . . . . .  
T 
I 
T 1 .think they can .~ . . . . . . .  
I they could.they..could.explain in the ownlanguage . . .  
T ........ butyau know the problem themah they belong to dlfferent tribes . . .  
I right 
T 
even the bright ones you can see the bright ones can do it on the board alone but they 
cannot explain 
do you think they could explaln In their own language 
. . . . . . . .  . .  .~ 
. . . . . . . . . .  . .  . . .  . . . . . . . . . . . .  
. . . . . . .  
so they have to use different languages the only language which they can use is Kiswahlli 
when I know I think is they are conversant 
problem? . . . . . . . . . . .  . . . . .  . . . . .  
1. . . . . . . . .  .so you.thlnk theycould..explain~in~Kiswahili.not the..maths it is thelanguage which.1s.a . . . . .  ... 
. . . .  ... . . . . . .  
T. ............... yes.. . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  :(If+ ................. 
Key: T= Teacher, F Pupil, Choral = Pupils altogether, C few = Few pupils together, I = Interviewer 
(.)=shorn pause, ( . ) long pause, ( ) unclear 
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one more question what other problems do you face in teaching mathematics? 
one is that we don’t have enough textbooks 
right 
. .  like ~ w . t h ~ .  are-supposed .b.buy.these books . . . . .  . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
right.thiS.ane . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  .................................... 
. -~~yetthlc.oneand y o u ~ ~ y b e i t l r o n l y t e n . p l l p i l r . H l h o 4 a u e t b e . ~ ~ ~ . ~ e n  you  ~ 
give them homework they don’t flnish it on time because they don’t have the books they 
can’t do. It a t  home yes so that is another one problem and again is the eh the teaching 
resources like we are suppose to have ( ) maybe a geometric set 
...... yes . . . . . . . . . . . .  . . . . . . . . . . . . . .  ................................................. 
chalkboard like one we use.at the chalkboard the one we are suppose to use is only the . . . . . . . . . .  
. . .  smaller one ( .) . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . .  
~~ ~~~ ~~~ ~. 
(tape out) 
geometry and I .have to use the set square and I have to use the blackboard ruler and so 
. .  they.are.no there so.agahllme~.is another.fact.which.is not.mathematics @ w i t  enougktime ............ 
..... ~ d . ~ - w ~ ~ e ~ ~ e s . t o w ~ ~ . ~ e ~ ~ j e ~ . ~ ~  ...................... ....... - . .  
.. because~.Lthink.k!s.hard.. ... . ................. ......................................................... ........................................ 
yes they just they have E In mind that mathematics is hard so that is a problem and you 
know mathematics is.not.hard.it Is easy because it is just working it is not something that 
you have to cram you only do the formula and after getting the formula understanding the 
question you stad working out. so it is not hard but they take it as hard subjects 
.. .- ............. 
. . . . . . . . . . . . . . . .  
l 
T 
T 
1 .  
T 
I .  . thank you very much. . . . .  
~. . . . . . . . . . . . . . . . .  
........................................ 
~~~ . ~~~ 
~ ~~ ~. ~ ~ ~ ~~ ~ .~ .. 
. . . .  
. . . . . . . .  
........... 
. . . . .  
. . . . . . . . . . . . .  
. . . . . . . . . . .  
. . . . .  
. . . . . . .  
. . . . . . . . .  
. . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
.~ ~~ .~~ 
. . . . . . . . . . . . . . . . . . .  
. .  . . . . . . . . . . . . .  ~ 
... ~ . . ~~~~~~~ . 
............ 
................................ . . . . . . . . . . . . . . . . . . . . .  ......... 
. . . . . .  
.......... -. 4 , I f 4  ............ . ................................... 
Key: T= Teacher, P- Pupil, Choral = Pupils altogether, C few = Few pupils together, I = lntcrvicwcr 
(.) = short pause, ( . ) long pause, ( ) unclear 
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INTERVIEW 
12 
I 
T 
I 
T 
I 
T 
I 
T 
I 
T 
I 
T 
.~ 
I 
T 
I 
T. .... 
I .  
T 
I 
T 
. . .  
1 . .  ... 
T 
I 
T 
I ..~. . 
T. .... 
I . . .  
T 
1 
T . .  
I ....... 
T 
I 
T 
I ... 
T ...... 
. . . . . . . . .  .. ._LSimpll~~_.~~.~ . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  1 <!'Gk 
how did you Rnd the lesson? how did you think the lesson was? 
the lesson? 
yes . . .  . .  . . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
.. the Iwon.an)rway.thematvatlanwas.welland.they_had.the..pupiis..haurr.pid.up_they .......... 
.... h a v e . . a c g u l r e d ~ o ~ ~ v ~ . ~ t  1 wanted . . . . . . . . . . . . . . . .  ........................... ... 
and how do you find the participation of the children! 
they are really partlcipatlng in it 
okay so how do you try to encourage participation 
pardon? . . . . .  . .  . . . . . .  . . . . . .  . . . . . . . . . . .  
how. do you .encourage.eve!ryoneta participate? .... . . . . . . . . . . . .  
.. okay..l..murt.fint of allpet humour (.) orientate the ch1ldren.so that they can.at least~feel .................... 
science is easy going 
right 
because you ask them the very things they see that what is the things you see around they 
can.be .abletomentiao.tbemfrom.thece you.cann~.them.that..lrallahautmattgl. ............. . 
..... and they c m b e  a b i e ~ n a r t i d p a t e ~ a u s e m v ~ . Q n e  at leastian.see.whatlr.~fore him or. ................... 
... whatis.infro.nt.of. him. . . . . .  ................. . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . .  
and the children on this side are they more able children brighter brighter ones they seem 
like that more children here put their hands up 
okay 
omhis side . . . . . . . . .  . . . .  
it.is.accordingtD~the capability..of.a .child. . ~ .  ~~ 
I.iust.wondered if they.hav.e the mowable .sitting here the ather side.is more  boys^^ 
eeh 
yes do you find it any difference with the girls and boys? 
no if its now Its this way those ones who can be able who have capability of getting very 
veryqulckly. they..are.putin one place so.thatyou oiv.e.time and (..).go and-bring them up . . . . .  
so .when it comes to.a.Quertion . . ~  . . . . .  
yes. . . . . .  . . . . . . .  ~ . .  . . .  ..... ....... 
on answering work to do I give much of the time 
oh I see 
to the.other row than those ones because these ones have already picked up 
 oh nkayro yo.ugive m0r.e tlme? .... 
. . . . . . . . . . . .  . . . .  ............. 
........... 
.... . . . . . . . .  . . . .  . . . . . .  
. . . . . . . . . . . . .  
... yes. . . . . .  . .  . .  . . . . . . . . . .  
. ~ .  so w.&..that..a lmkal.lwon?.you gave a~short input..you..taked.about something and-then 
you.wrote on the board and then you summarised was that typical for you was that a 
typical lesson? do you always write something on the board some information? 
yes 
.... d c - t h e y . h v e . . t k s ? ~  . .  . . . . . . . . .  . . . . . . . . . . . . .  .... 
they.have. they~have L).they haveat least . .  . . ~  ~ ~ ~ 
some of.themy.es.so why~do~youwrite .on the. board.could h e y  usetheir..textbooks? ~ .. 
no for slmpliAcatlon of work 
okay 
they can read but don't understand 
.. ~. . 
.. . . . . . . . . . . .  . . . . .  
. . .  
.... right - ........................................... ......... .............. .. ... 
..... but.l..m.m. .through .thmotes..the.hk .infact l..dm.'tlust .dupllcakthe. wardrln.the..board .................. 
Key: T= Teacher, +Pupil, Chard =Pupils altogether, C few = Few pupils together, I = Interviewer 
(.) = shon pause, ( . ) long pause, ( ) unclear 
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1 yes I see 
T 
I 
T ............. .the.MteS? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . .  .......... .- 
1 . . . . .  yes lf..you.asked them to say you did the input.and..then youaid  to.them..now. write 
. . . .  somethlw.~what.would they.do?. . . . . . . .  . . . .  ... ~~~ . . . . . . . . . . . .  
T they cannot write 
I they can’t do it? 
T they cannot write 
T . .  they-do theylack what you callreading and.understanding . . . . . . . . . . . . . . . . .  
T 
I 
T 
in easier language so they can understand 
could they do you think that they could wrlte It for themselves 
........ 
I . . . . . .  that’s a shame couldrhey.write anything-at all? .... . . . . . .  . . . . . . . . . . . . . . . .  
I . .  ..really? . . . . .  ~. . . . . .  . . . . . . . . . . . . . .  . . . . . . . . .  
what’s what’s really these In a content they can’t they can’t they cannot 
and why do you think that is? 
one it is the let me say It’s that parents so (what) that time cannot be available whereby you 
. . . . .  can go from.topic.ur.topk..~.) y.es U) there’ra worklooad.ofthe..mbjectr (...]..so.a~.chlld may. ................ 
............ ~t .be.havlng time really to copy.the..noteror to have-to-have natec~for~ herself..or.himself 
1 ...... reall).. . .  . . . . . . . . .  . . . . . . . .  
....... 
T it’s very hard 
I 
T 
1 
I 
T 
I 
T . . . . . . .  some.some of them.like.ah the.peopleborn~fmm.the.sameplace.but.we have..thoscones. ............... 
.. ~- 
.......................... 
1 English? 
T all the time 
I 
T no no 1 don’t..lf. need~arises.whereby they.have.reailyfalledto achIeve.my obiective-there ...... 
....... that I can..chip.ln. . . . . . .  . .  . . . . . . . . . . . . . .  
I 
T I do I do. 
I whatkthe difference you Bnd? 
T 
1 . . . . . .  why is.th& ..................... . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . .  
T ......... girls .thinkthatm.fhatitr.the.bays Wedbecauserheylhe .one.C.l.farsxampleurhey. g c  .. 
. . . . . . . .  f ~ . e n g t n e e r l o ~ p . a . ~ ~ . e r . t h e ~ a r e . t h e .  onec~thatare.galng.taachieve moream.. ... 
I 
T they do 
I .......... doyou think.the children..generally. the children. like science? 
T . . . . . . . .  they.do.(.).they should.all of them should .. .... . . . .  ... 
ah really so it Is a quicker if you write it and they copy it? 
very fast and in simple language that they can understand 
. . .  so you think .their English is a problem thento thechiidren? . . . . . . . . . .  
T . . . . . . . . . . .  it is t.k because lt.ira.mlxed.up with Kiswahili .whichhar.got.raoted in Nairobi. .......... 
~. so how..about if.they If thek lessons were In Kiswahili would it be different? . .  
( ) they are in Kiswahlii? 
yes if everything was not In English it was in Kiswahili would they find it more easy you 
think? 
who are..from.theuillage.who have.come.thizway..besause of~so.you.ran beable to hear ................... 
Engllsh.morerhan.Kkwahlli .that is why.w.e.aceto use only Kiswahlil~.ah Enngllh. ~ ~ 
do you use Kiswahili sometimes to explain? 
. . . . . .  okay so d o  you Bnd any differences in..the. girls and boys in science lercons at  all . . . . . . . .  
the difference is that boys tend to do It more well than girls 
........... 
these ones they like light Ught work which of course science k ( ) for that in future to come 
okay so the boys like science 
. . . .  
. . . . . . . . . . . . . . . . . . . . . . . .  . ,~ . . . . . .  . . . . . . . . .  ~~ 2 0‘ . i . . 
Key: T= Teacher, P= Pupil, Choral = pupils altogether, C few = Few pupils logetter, I = lntelviewcr 
(.) = shon pause, ( . ) long pause, ( ) unclear 
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T 
I 
T 
I 
T 
I 
- 
Key: 
It Is Kiluya 
so if you were teaching In that language to children who were the same you would you 
teachin theme way.or would you teach dlfferentlylf.you all spoke .the same Mother . . . . .  
tongue . . . . . .  . .  . .  
if.all.we speak.motber.tongue2 . . .  . . . . . . .  ~ . ~ .   
that's rlght if .eventhing. w a  in your own language 
I could be able to explain for them and then they will get me correct 
50 how do you think do you think you will be you mean you will be able to teach more or 
yes..yes fmm..hre.l..w~be.able m..eP.uenfarterand l.wlU.hue..to..cover a.lot.fnr.example. . . . . . .  
w ~ n . . L . ~ t ~ ~ ~ ~ t b a t ~ ~ . L ~ U . . h a ~ e . ~ . ~ p ~ a k . ~ . ~ . l a ~ a g e  that.you .......... . . .  
understand what It ir and from there 1 will not waste a lot of time 
so It will be easy? 
so It will be easy Yew easy 
thank you. v w m u c h  ..... . . . .  . . . .  
. . . .  
.. .f~ter.~.)~.horrr.would.it.bedlfferently2.~.~ ........ . . . . . . . . . . . . . . . . . .  .. . . . . . . . . . .  
. . . . . . . . . .  . . . . . .  . .  . . .  . .  
.. . . .  ~. . . . . . . . .  .. . . . . . . . . . . .  
. . . . . . .  . . . . . . . . . .  
........ . . . . .  . .  . .  . . . . .  . . . . . . . . .  
4 , > I  1 
T= Teacher, P= pupil, Choral = Pupils altogether, C few = Fcw puph together, I =Interviewer 
( ) = short pause, ( ) long pause, ( ) Unclear 
Interview 12 - Science properties 28 December, 2000 202 
Appendix 3 
Stage 1 Questionnaire, Pilot 1 
203 
Appendix 3 
QUESTIONNAIRE - PILOT 1 
PLEASE TRY TO ANSWER THE QUESTIONS IN RELATION TO YOUR OWN 
TEACHING 
Section A 
In this section please circle the answer which is nearest to your own 
thinking or experience 
1. Does your own teaching style reflect 
a. how you were taught 
b. how you were taught to teach in college 
c. the school you are working in d. Other 
2. I think children in Kenya are generally viewed as 
a. young adults 
b. to be seen and not heard 
c. as individuals 
d. Other 
3. I think it is important that pupils talk to each other 
a. Sometimes 
b. Not really 
c. Yes 
4. I prefer to teach the whole class together 
a. Always 
b. As oflen as possible 
c. Most of the time 
d. Sometimes 
e. About half of the time 
5. Who do you think should talk most in the classroom 
a. Teacher 
b. Pupil 
c. neither 
d. other 
I 
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7. The children in my class work in groups 
0. 
a. Sometimes 
b. Occasionally 
c. Not very often 
d. Hardly ever 
e. Never 
think that the teacher needs 
a. Strongly agree 
b. Generally agree 
c. Notsure 
d. Disagree 
e. Disagree strongly 
d II the la om Ik 
9. I use the same teaching approaches for teaching English, Maths and Science? 
a. Yes 
b. No 
10. When I have asked the class a question I usually select a child 
a. With their hand up 
b. With their hand not up 
c. Who is calling out 
d. Who is not paying attention 
e. In relation to gender, that is girllboy/girllboy 
f. Other 
11. How much of the lesson time do you think you ask whole class questions? 
a. Mostof it 
b. About two thirds 
c. About half 
d. Less than half 
e. not sure 
f. Other 
2 
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12. How much of the lesson do you think the children talk? 
a. Mostof it 
b. About two thirds 
c. About half 
d. About a quarter 
e. Less than a quarter 
f. Notsure 
g. Other 
13. How often do you ask questions that you don't know the answer to? 
a. Never 
b. Rarely 
c. Occasionally 
d. Often 
e. Veryoften 
14. When pupils talk to each other when they are working I feel 
a. Worried 
b. Impatient 
c. Annoyed 
d. Pleased 
e. Unsure 
f. Not in control 
g. Other 
15. I ask questions which require children to complete a sentence with word or two 
a. Usually 
b. Veryoften 
c. Quite often 
d. Sometimes 
e. Not very often 
f. Rarely 
16. I ask pupils questions which require a yes or no answer 
a. Usually 
b. VeryOften 
c. Quite often 
d. Sometimes 
e. Not very often 
f. Rarely 
3 
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17. I ask questions which require children to give factual answers 
a. Usually 
b. VeryOften 
c. Quite often 
d. Sometimes 
e. Not very oflen 
f. Rarely 
Section 2 
In this section you have to number the answers according to what you think are the most 
important factors. For example if you think a. is the most Important you would give It 1, then if 
you thought b. was the next most Important you would give it 2. If you think two answers are 
equally Important you can allocate them the same number. 
a. To check their understanding 
b. to revise the topic 
c. as a starting point for a topic 
d. to find out children's ideas 
e. to find out what they think 
f. to make sure they are listening 
g. other 
18. The main purpose of the questions which 1 ask pupils 
19. I see my role in the classroom as being ....................... 
a. to teach the children new things 
b. to prepare the children for the KCPE 
c. to prepare the children for life 
d. to guide the children 
e. to get the children to think 
f. to help the children develop all their skills 
g. other 
20. I think that the main advantage of children working in groups Is that 
a. the teacher does not have to do all the talking 
b. they can share any books or resources 
c. they enjoy it 
d. they learn from each other 
e. the clever ones can help the less clever 
f. they can achieve more 
g. other 
4 
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21. When a pupilgives the right answer I usually ............... 
a. nod 
b. Say Yes 
c. ask another child if it right 
d. ask the same child another question 
e. ask the class if the child is right 
f. ask another child another question 
g. praise the child 
h. repeat the answer 
i. elaborate on the answer 
j. Other 
22. When a pupil gives the wrong answer I usually ............ 
a. say no that's wrong 
b. ask the class if shelhe is right 
c. ask the same question to another child 
d. ask the child the question again 
e. reprimand the child 
f. ask another child the same question 
g. rephrase the question 
h. give the right answer myself 
i. Other 
23. If I ask a pupil a question and they don't respond at all 1 usually 
a. Wait for a few seconds 
b. repeat the question 
c. rephrase the question 
d. ask another child 
e. ask the class 
f. wait for more than a few seconds 
g. give the right answer myself 
h. Other 
24. In my classroom when pupils talk It is ............ 
a. in response to a question 
b. to their classmates about their work 
c. to their classmates about equipment, pens, pencils 
d. to ask me a question 
e. to members of their group 
f. to the whole class to explain something 
g. Other 
5 
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QUESTIONNAIRE - Pilot 2 
PLEASE TRY TO ANSWER THE QUESTIONS IN RELATION TO YOUR OWN TEACHING 
Section A - General 
Please try to circle the letter which is the most appropriate to you. If you circle 'Other' 
please explain in the space below the question. 
1. I think that I teach the way ... . 
a. I was taught myself at school 
b. I was taught to teach in college 
c. the school I am working in requires 
d. other 
2. I think children In Kenya are generally viewed as 
a. young adults 
b. to be seen and not heard 
c. as individuals 
d. Other 
3. I think that the teacher needs to lead all the classroom talk 
a. Strongly agree 
b. Generally agree 
c. Not sure 
d. Disagree 
e. Disagree strongly 
4. In my lessons children talk to each other about their work .... 
a. A lot (at least 314 of the time) 
b. Sometimes (around 1/2) 
c. Not too much (around 1/4) 
d. Very little 
5. I encourage the pupils In my class to talk to each other in .... 
a. their Mother Tongue 
b. Kiswahili 
c. English 
d. Other 
I 
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8. When puplh talk to each other when they are working I feel ....... 
a. Worried 
b. Impatient 
c. Annoyed 
d. Pleased 
e. Unsure 
f. Not in control 
9. Other 
7. I prefer to teach the same lesson to the whole class 
a. Always 
b. A lot (8 out of 10 lessons) 
c. Sometimes (6 out of 10 lessons) 
d. Not very much (4 or less out of I O )  
8. The pupils In my class work In groups 
a. Often (El10 lessons) 
b. Sometimes (6/10 lesson) 
c. Not very often (4/10 or less) 
d. Hardly ever (21tO lessons) 
e. Never 
9. I think that the main advantage of children working In groups Is that ..,.............. 
a. The teacher does not have to do all the talking 
b. they can share any books or resources 
c. they enjoy it 
d. they learn from each other 
e. the clever ones can help the less clever 
f. they can achieve more 
g. the children can talk to each other 
h. other 
10. I think that generally my main role as a teacher Is 
a. to teach the children new things 
b. to prepare the children for the KCPE 
c. to prepare the children for life 
d. to guide the children 
e. to get the children to think 
f. to help the children develop all their skills 
9. other 
L 
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11. I use the same teachlng approaches for teaching English, Maths and Science? 
a. Yes 
b. Generally 
c. No 
12. I would like to do much more ... 
a. Whole class discussion 
b. groupwork 
c. paired work 
d. outside work 
e. project work 
f. peer teaching 
g. other 
13. Which core subjecUs do you think requires the most teacher's talk? 
a. English 
b. Maths 
c. Science 
d.  Other - please give 
14. Which core subject do you think requires the most puplls' talk? 
a. English 
b. Maths 
c. Science 
d. Other - please comment 
15. The questions I mostly ask my puplls are 
a. To check their understanding 
b. to revise the topic 
c. as a starting point for a topic 
d. to find out what they think 
e. to make sure they are listening 
f. to keep them interested 
g. other 
3 
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3 
very o m  
5 
I I I 1 I 
(it you ring 4 It meens that you go ORrn but not VeyORen) 
16. How much dthmkwon do you rrL thswholreluar quodon? 
V a y  linle 
1 2 3 4 5 
Mosl of the Hme 
4 
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20. M d y  pupbln my du tdk .- 
a. InroepMuretoawesUm 
b. to thrlr d a m m e 8  about their work 
c. to their dam&a8 .ban whal thy hem to do 
d. to hek deumata about bonavln@ending pens, pencil$ etc 
d. toafkmeagueaion 
e. to memben Or t M r  g w p  
1. to he M e  daM to explsln something 
g. cmw 
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30a. When a pupil gives the right answer I generally flrst of all 
a. nod 
b. say Yes 
c. Praise the child 
d. Other 
30b. After this I am most likely to ... 
a. rephrase the answer the child has given 
b. repeat their answer 
c. ask the same child another question 
d. try to find out more about their understanding 
e. elaborate on their answer 
f. try to link what the child said to my next teaching point 
g. continue with the lesson 
h. move onto another child 
i. 
j. Other 
ask the class if she/he is right 
31. When a pupll gives the wrong answer I 
a. tell them it Is wrong 
b. repeat the question to the same child 
c. rephrase the question 
d. ask the class if she/he is right 
e. ask another child the same question 
f. reprimand the child 
g. give them the right answer 
h. Other 
rally 
32. If I ask a pupll a question and they don't respond at all I generally 
a. Wait a few seconds 
b. repeat the question 
c. rephrase the question 
d. ask another child 
e. ask the class 
f. wait for more than a few seconds 
g. give the right answer myself 
h. Other 
6 
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11 
12 
5 12 should be same as answer to No. 7) 
How many pupil responses = P of 2 or 3 words 
How many pupil responses = P of 4 or more words 
How many pupil = P responses altogether (9 + 10 + 1 1 + 
L e s s o n  t r a n s c r t p t  a n a l y s f s  
No 
1 
Date: 
Name of school 
Item Number counted 
How many teacher inputs = T 
Subject 
Lesson title 
3 
5 
Standard 
Teacher (male or female) M or F 
How many question marks = ? 
by teacher in total (same as 3 + 4) 
How many question marks = ? at end of sentence (i.e. 
teacher pauses for response) 
How many question marks = ? in middle of sentences 
(i.e. teacher continues without pause) 
How many pupil responses were = Choral 
6 I How many pupil responses were = C few I 
7 I HOW many pupil responses were = P I 
8 \Total number of pupil responses (5 + 6 + 7) I 
9 I HOW many pupil responses not clear = P ( ) I 
10 I How many pupil responses = P of one word only I 
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1 
L e s s o n  t r a n s c r i p t  a n a l y s f s  
Date: 
How many teacher inputs = T 
I Name of school I I 
.J 
5 
/Subject I I 
pauses for response) 
How many question marks = ? in middle of sentences (i.e. 
teacher continues without pause) 
How many questions required a Yes or No answer? 
1 Lesson title I I 
No 
9 
10 
1 Standard I I 
Item Totals 
How many pupil responses were = Choral 
How many pupil responses were = C few 
Teacher (male or female) M or F 
11 
12 
Teacher related questions 
NO litem I Totals 
How many pupil responses were = P 
Total number of pupil responses (9 + 10 + 11) 
15 
16 
17 
I by teacher in total (same as 3 + 4) 
I How many question marks = ? at end of sentence (i.e. teacher 
L 
I 
How many pupil responses = P of 2 or 3 words 
How many pupil responses = P of 4 or more words 
Number of lines in lesson transcript (not including interview) 
16 I How many questions required a sentence to be completed? 1 I 
17 I How many questions required repetition? I I 
18 I How many questions required repetition and completion? I I 
I13 I How many pupil responses not clear = P ( ) I I 
I14 I How many pupil responses = P of one word only I I 
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Stage 2 Lesson Transcript Analysis Sheet 
(LTAS) 
Appendix 5c 
M o r F  Teacher (male or female) 
L e s s o n  transcript a n a l y s i s  
Standard 
1 Name of school I I Date 1 I 
3 
4 
5 
I Lesson title I I Subject1 I 
How many Direct Completion (DC) 
How many Direct Repetition and Completion (DRC) 
How many questions required a Direct Yes or No (DYN) 
7 
Number of lines in lesson (not including Interview) 
How many questions in total ie (?) at end of sentence, waiting for response 
11 I How many teacher inputs = T I I 
1 11 I How many pupil responses were = Choral I I 
12 I How many Direct Repetition (DR) I I 
112 I HOW many pupil responses were = c few I I 
113 I How many pupil responses were individual = P I I 
16 I How many questions were rising intonation (?) in middle of sentence I I 
114 I How many pupil responses (P) were YeslNo I I 
117 I How many pupil responses = P of 4 or more words (not reeding) I I 
19 I HOW many continuations (TC) I I 
I 
t 
120 How many pupil (P) reading out loud (written in italics)* 
21 How many Choral pupil reading out loud (writfen in italics)* 
Pupil related inputs 
No lltem I Totals 
IO ITotal number of DuDil resoonses 
15 
16 
How many pupil responses = P were one word only 
How many pupil responses = P of 2 or 3 words (not reading) 
YeslNO or reading 
18 How many pupil responses not clear = P ( ) 
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Baba Dogo Plurals English Lesson, Standard 5, English Teacher ' 
Field notes 
43 pupils. Teacher begins by writing on the board ' Naming words' . then she writes 
Mother - Mothers; Book -- books: fly- 
Not Many children put their hand up, about a third at most at any time. But about half 
volunteer to read out the examples given in the textbook. 
She questions children who are quiet. 
Children seem quite distracted. Only about six hands up. Teacher is obviously having to 
concentrate on the book. One child is clapped, another reprimanded. She says 
'those people who have not talked' 
Interesting that when she picks on children who do not have their hands up they can't 
answer the question. 
At one point teacher sighs ' 1 know you know..' There is confusion over the question 
relating to libraries. 
Synopsis of the lesson 
This lesson is a reminder of the work on plurals they did and then using it to complete 
an exercise in an English textbook. 
Teacher takes them through plurals of words ending with 'Y' and then words ending 'F 
E 
Then we go to an exercise which involves putting the missing word into a sentence. 
Other examples of plurals are discussed, 'man and woman' to men and women 
Lesson progresses in a straightforward way, no diversions, focus remains plurals. 
Interjects during the exercise to remind them of the rules for plurals. Corrects 
pronunciation and adds explanations where necessary. Teacher's role is to keep 
children attentive, tell children to speak up, sometimes remind them of the plural rule, 
sometimes repeat the phrase, select children to answer.. .. 
Observations 
Children's answers are always one or two words, apart from when directly repeating, g 
line 174 'sometimes sheep get disease in their feet'. 
Opportunities missed to involved children, for example when discussing the use of the 
plural 'lives' in relation to people staying in the same area all their lives, the discourse is: 
he said like this or he read like this before there were any cars and buses 
people often staved in the same area all their? 
they were not moving because there were not cars, there were no buses 
and they could not move or they could not walk for long distances 
because there were no cars (.) today do you walk for long distances 
no even himself cannot foot but those people used to foot for long 
distances but not very long because they could get tired and faint on the? 
Way because there was no cars and what 
T 
P lives 
T 
P no 
T 
Choral buses 
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T 
C buses 
there were no cars and? 
Here is missed opportunity to ask the children about why thought people didn't move 
much in the past and to discuss how people travel in the present day. 
Teacher follows the exercise but lack of ownership on her part is reflected by no 
knowing whether one of the given words has to be used only once in filling in the gaps 
or can be used in two different places. 
T we can use two words I think twice yes because some words are in 
demand some sentences sentences will also want two words so even if 
you use two words one (.) word twice don't worry okay? (L284 - L285) 
yes because they don't match the dashes 1 think the dashes are more eh 
(L288) 
.... T 
Here teacher is in the same situation as the pupils in not being quite sure of what is 
required of them - this is interesting paradox as the teacher who is complete control 
of the lesson is herself controlled by the textbook. 
Praises the children 
Very good - 18 times as part of her response 
Encourages the children to talk louder - 
T 
T 
T 
T 
P No 
T 
T 
...g ive Robie time we want to hear his sweet voice 
. . .listen to him 
very good is he right (.) did you hear what he said 
Daniel have you heard what she said 
because you are not listening 
everyone should try if even if you make a mistake you'll be? Corrected 
(.) even if you make a mistake you'll be done what? Corrected so don't 
fear Victor 
Later makes a mistake and asks who has observed it 
T who can see that mistake with me? Put up your hand if you can see that 
mistake ...... I want to see that person who will correct me (.) Daniel do 
you want to correct me? 
good boy let us listen to Daniel .... 
that is beautiful he can stand and correct me that is good 
P Yes 
T 
T 
Interview 
Asked if would change anything if taught the same lesson. Replied No (398) but then 
said 
T but maybe now I'll improve 
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Had to assure the teacher that I was not saying that she necessarily needed to change 
anything just asking her opinion. 
T maybe it needed some more research 
Asked her what kind of research 
maybe you look for all these words and then you have at least more time 
to explain to the children but now you find that 1 was just dealing with the ones which - 
were in their textbooks 
T 
Should have followed this up and explored about planning time - but does indicate of 
planning over reliance on the textbook. 
225 
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Q u e s t i o n n a i r e  
1 
2 
General information 
Please give the following information to help in the analysis of this questionnaire 
Gender (Male or Female) 
Total number of years of teaching 
3 Subjects you teach (now) 
I 4 I Standard(s) you teach (now) 
6 
7 
/Pre-school 1 2 3 4 5 6 7 8 I 
Number of children in your class 
Briefly describe your school -e.g. rural or 
urban, large or small, very poorly 
resourced, averagely resourced, or quite 
well resourced 
I 
~ 
1 I (circle a// the classes you teach) I 
The way I was 
b taught to teach in 
training college. 
The way I was 
a taught at school. 
/aGLeveloftion 
Other 
The other teachers (please explain) 
I am working 
c in the school where d 
should be Seen and 
not heard a are young adults 
Section A - General attitudes 
This section explores your general attitudes towards teaching and learning. Please try to circle the letter of 
the answer which you feel matches your own feeling. If you circle 'Other' please give an explanation in the 
space below the question. 
1. What do you think has been the blggest influence on the way you teach? 
are our future 
leaders c are all individuals 
Strongly 
a agree 
Disagree 
e strongly c Notsure d Disagree 
Generally 
agree 
3. Do you agree that the teacher needs to do most of the classroom talking? 
a lot (at least -% of sometimes 
a the time) (around%) 
not too much d very little 
(around %) 
1 Of7 
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a No 
Q u e s t i o n n a i r e  
Other (comment) 
b Sometimes c Yes d 
a Angry 
6. When pupils talk to each other when they are working do you feel? 
That it is becoming That they are not Pleased 
undisciplined concentrating 
a Yes all the time 
I e A bit unsure I f Other (comment) I 
Other (comment) 
b Usually c No, not all the time d 
7. Do you think that all pupils in a class should be carrying out the same tasks at the same time? 
Often (80% of 
a lessons) 
Sometimes Not very often Hardlyever e Never 
(60%) (40%) (20%) 
8. Do the pupils in you class do their work together? 
They COPY 
a eachother 
Other - 
(comment) The teacher 
cannot tell if is noisy They work 
more slowly the children 
understand 
e 
9. What do you think is the main disadvantage of children working together? 
To cover the 
a curriculum 
To help develop the 
skills 
e pupils' thinking 
To guide pupils in 
their learning 
To help pupils 
responsible adults 
To prepare Pupils become 
for KCPE 
To develop pupils' 
interest in learning 
~~ 
9 
IO. What do you think is that the main advantage of pupils working together? 
They can learn 
from one another c They enjoy it 
They can share any 
books or resources 
They can develop 
their language skills 
The teacher does 
not have to do all 
the talking 
The clever ones 
e can help the less 
clever 
a 
Other (comment) 
9 
11. What do you think on the whole is your key role as a teacher? 
2 of 7 
D:\CP\OU\StageZ\Questionnairel . rlf 228 
Appendix 7 
a English 
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- ~ 
Other (comment) 
b Maths c Science d 
12. Do you generally use the same teaching approaches for teaching English, Maths and Science? 
to check the Pupils' 
to make sure they 
a understanding 
e are listening 
NO - 
(please explain) 
I a Yes 
b to the topic as a starting point to find out what the 
for a topic pupils' think 
g Other to keep them motivated 
a English b Maths c Science 
Other (comment) I d  
15. The kind of questions which I ask most In class are.... 
Section B - Teacher Initiation 
This section explores the teaching approaches you use in the classroom. Please circle one number 
For example:- 
Q. How often do you read the newspaper? 
Rarely Occasionally Half the time Often Very often 
1 2 3 4 5 
I I I m I 
(if you ring 4 it means that you go often, but not very often) 
16. How much of the lesson t h e  do you ask questions? 
Very little Little Half the time Often Most of the time 
1 2 3 4 5 
17. How many of the questions which you ask do you know the answer to? 
None A few Half of them A lot All 
1 2 3 4 5 
3 of 7 
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18. How many of the questions which you ask require pupils to finish a sentence? 
None A few Half of them A lot All 
1 2 3 4 5 
19. How many of the questions which you ask require pupils to give a Yes or No answer? 
None 
1 
A few Half of them A lot 
2 3 4 
All 
5 
I I I I I 
20. How many of the questions which you ask are to check on what children have understood? 
None A few Half of them A lot All 
1 2 3 4 5 
I I I I I 
21. How many of the questions which you ask encourage the pupils to explain their thinking? 
None A few Half of them A lot AI I 
1 2 3 4 5 
1 I I I I 
22. How many of the questions which you ask require the class to answer in chorus? 
None A few Half of them A lot All 
1 2 3 4 5 
I I I I I 
23. How many of the questions which you ask are to revise a topic? 
None A few Half of them A lot 
1 2 3 4 
All 
5 
4 of 7 
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a watching television 
b reading the newspaper 
c talking to my friends 
Q u e s t i o n n a i r e  
1 
3 
Section C - Teacher Evaluation 
This section looks again at your teaching approaches. The response method is that you can choose up to 
three answers for each question, but you must number them according to the priority you give them, 1 = 
first choice, 2 = second choice, 3 = third choice. Look at the example below: 
Q. In my spare time I like ...... 
e playing with my children 
f sleeping 
g shopping 
2 
1 d readingabook I I 
Now answer the questions below in the same way 
24. Mostly pupils in my class talk ...... 
I a in response to my questions I I 
b 
c 
to their classmates about their work 
to their classmates to borrow equipment or clarify the task 
d 
e 
to ask me a question 
to the pupil sitting next to them 
I f to the whole class to explain something I I 
g Other - please explain 
25. When I have asked the class a question I usually select a pupil ...... 
1 a who has their hand up I I 
b 
c who is calling out 
who doesn't have their hand up 
I d who is not paying attention I l 
e 
f atrandom 
in relation to gender, that is girllboylgirllboy 
1 g Other - please explain I I 
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26. When a pupil gives the right answer I usually first of all ...... 
I a nod I 
I b say'Yes' I 
I c praise the pupil I 
d 
e 
ask the class if the child is right 
ask the class to give the child a clap 
f Other - please explain 
27. If the pupil is right I am then most likely to ...... 
I a rephrase the answer the pupil has given I I 
b repeat their answer 
c ask the same pupil a probing question 
I d try to find out more about the pupil's understanding I l 
e elaborate on their answer 
f continue with the lesson 
1 9 ask the class is the answer is correct I I 
h Other - please explain 
28. When a pupil gives the wrong answer I usually ..... 
a 
b 
tell them it is wrong 
repeat the question to the same pupil 
I c rephrase the question to the same pupil I I 
d 
e rephrase the question 
ask the class if the answer is correct 
I f give the pupil the right answer I I 
g Other - please explain 
60 f7  
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29. If I ask a pupil a question and they don't say anything I usually ..... 
I a wait for a few seconds I I 
b repeat the question 
c rephrase the question 
I d askanotherpupil I i 
e ask the class 
f wait for more than a few seconds 
1 g give the right answer myself t I 
h Other - please explain 
30. I would like to do much more ...... 
1 a whole class discussion I I 
b group work 
c paired work 
I d project work - in and out of the classroom I I 
e peer teaching 
f team teaching 
g Other - please explain 
31. I feel that I can't always teach as I want to do because ...... 
1 a the curriculum is overloaded I i 
b 
c the Headteachar would disapprove 
the exams are so important 
I d the Inspectors and other MO€ officers would disapprove I I 
e 
f 
of the difficulties of teaching in English 
the pupils are not clever enough 
g 
h 
I haven't got the resources 
the other teachers would disapprove 
7 of 7 
D:\CP\OU\Sfage2\Questionnairel .rtf 233 
Appendix 8 
Stage 2 Questionnaire - Database Sample 
234 
General info of Dbase 12 
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Stage 2 Questionnaire - Process of Analysis 
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Appondix 9 se 12 Questionnaire Section A 
Page 4 Of 4 231 
DBASE12 Questionnaire Section 6 
SectionCjanOl DBASE12 Questionnaire Sheet: Totals 
\Total r e s ~ n ~ e r  IPr choice 
by a, b, c e1c 
351 1 
341 3 
-
25 2 2 
-
Total rerponrer 
by a. b, c elc 
353 1 
26 338 2 
328 3 
Total reroonses 
-
by a, b. c etc 
356 1 
319 3 
-
27 2 1 
Told response6 
by a. b, c elc 
by a, b. c elc 
353 1 
30 343 2 
319 3 
Total re-nses 
-
by a, b, c elc 
354 1 
31 333 2 
301 3 
Total responses 
-
-
by a. b. c elc 
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Section A - GENERAL 
1 
Appendix 10 
Do you think that most people in Kenya think th 
a are vniinn a-li8lta 
d. ar 
- . 
67 18.46 
- s 57 15.70 
e our future leaders 208 57.30 
Do you agree that the teacher needs to do most 
In your lessons how much do pupils talk to each 
I I 
Do you encourage the pupils in your class to tal 
their work using Mother tongue? 
I 
_. 
id. Other 8 2 ~ 2 2  
When pupils talk to each other when they are w 
l O f 6  
xnpaq\MyDocs\CP\DEd\Databases\QuestZOOOlogABC .xis 
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Do you think all pupils in a class should be doin 
at the same time? 
a. Yes ail the time 35 9.78 
c. No, not all the time 289 80.73 
b. Usually 32 8.94 
d Other comment 2 n sa 
Do the pupils in your class do thelr work togeth 
le. Never 1 0.28 I 
What do you think is the main disadvantage of children working toaethor? I 
more slowly 19 5.28 
51.67 
d. It is noisy 21 5.83 
e. Other 14 3.89 
, ... ^ .!. 
~ ~~~~~ ~~r cannot tell if the pupils understand 186 
What do you think is the main advantage of children working together? 
. . . . - -. . - . . . ._ . 
d. They can learn from each other 246 58.57 
f. They can develop their language skills 23 5.48 
e. The clever ones can help the less clever 59 14.05 
0.  Other 2 0.48 
What do you thlnk on the whole is your role as a 
Maths and Science? 
2 o f 6  
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Which core subject do you think requires the m 
Which core subject do you think requires them 1 a Enolish -. -. . . 
b. Maths 20 5.51 
c. Science 141 38.84 
d. Other - please comment 7 1.93 
Section B -TEACHER INITIATION 
How much of the lesson time do you ask the qu 1 
1 Very little 8 2.24 
2 Little 36 10.08 
3 Half the time 49 13.73 
4 Often 154 43.14 
S Most nf the time i i n  R f l  R I  
I I 
How many of the questions which you ask do yo 
~paq\MyDow\CP\DEd\Databases\CluestZOOOlogABC.xls 
,line Pontefract 
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1 None 0 0.00 
2 Afew 28 7.80 
3 Haif of them 47 13.09 
4 A lot 180 50.14 
5 All 104 28.97 - 
I I 
How many of the questions which you ask requi 
d H o w  many of the auestions which you ask reauim IJuKIile to (live a yes I 
1 None 46 12.81 
2 Afew 263 73.26 
3 Half of them 18 4.46 
4 A lot 24 6.69 
5 All 10 2.79 
many of the questions which you ask are t 
have understood? 
How many of the questions which you ask enco 
How many of the questions which you ask requi 
answer in chorus? 
How many of the questions which you ask are to re 
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Section C -TEACHER EVALUATION 'Points are weighting of 1st choice x 3 
2nd x 2, 3rd x 1 added together 
Mostly pupils in my class talk .... 
I t 
I 1 
When a pupil gives a right answer I usually first 
I 1 
If the pupil is right I am then most likely to... 
I 1 
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If I ask a pupil a question and they don't say an 
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AccessY7 database ~ filtered for F (explanation) with PS (DR, DC, DYN, DRC) 
.. 
119 238 Yes Yes 
134 278 Yes Yes 
146 308 Yes Yes 
165 351 Yes Yes 
1 Baba Dogo English 
2 4 ’  Yes 
16 34 Yes 
Yes 
Yes 
65 148 Yes Yes 
78 182 Yes Yes 
81 191 Yes Yes 
89 213 Yes Yes 
90 217 
91 221 
Yes Yes 
Yes Yes 
107 264 Yes Yes 
114 283 Yes Yes 
2 Raba Oogo English 
U4 zuu 
92 229Yes 
94 233 
98 242 Yes 
102 252 
112 276Yes 
115 204 
117 292 
128 317 
130 339 
139 342 
140 346 
141 349 
142 351 
143 353 
145 358 Yes 
149 370 
3 Baba Ilogo English 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes I 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes .Yes 
Yes Yes 
Yes Yes ~ 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
14 
63 128 
67 137 
99 202 Yes 
125 256 
126 260 
139 287 
10 Kariohangi English 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
1 IJ Yes Yes Yes 
97 704 YP+ Ye- -. _ _  _ _  
119 250 Yes Yes Yes 
13 Olepolos English 
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61 1302 I ‘Yes : Yes 
169. 356, I Yes Yes 
272. 564’ 1 Yes Yes 
299 . 621 Yes Yes 
16 Oletanyi English 
23 
24 58 
25 61 
28 68 
33 85 
35 102 
36 105 
37 107 
41 115Yes 
42 118 
61 160 
63 164 
64 167 Yes 
93 232 
104 256 
105 258 
18 IJshrika English 
Yes 
Yes 
Yes Yes 
Yes 
Yes 
Yes 
Yes 
Yes Yes 
Yes 
Yes 
Yes Yes 
Yes Yes 
Yes 
Yes 
Yes 
Yes Yes 
Yes 
‘Yes 
Yes 
Yes 
/Yes 
Yes 
Yes 
Yes 
/Yes 
‘Yes 
iYes 
255 
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25 61 Yes 
40 99 Yes Yes Yes 
47 i 1 5 ~ e s  :Yes 
63 157 /Yes 
,Yes 66 165 
67 168 Y e s  
72 178 Yes :Yes 
77 194. Yes Yes 
78 197 Yes .Yes 
85 221 'Yes 
58 142 Yes 'Yes 
. .  
88 . 230.Yes.. Yes 
$2 239 j~es  Yes 
93 242,Yes Yes 
106 272 Yes 
4 Baba Dogo Maths 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
1 4 Yes Yes 
2 9 Yes Yes 
7 21 Yes Yes 
8; 24 
9; 27 ~ 
11; 32 ~ 
151 45 ~ 
27: 75Yes  I 
31 ~ E3 Yes i 
42; 110 ~ 
37; 98 I 
55 143 
56 145 
62 161 Yes 
63 166 Yes 
75' 195 
77 206 
a7 240 ' 
89 249 
7 Banana Hill Maths 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes Yes 
Yes Yes 
Yes Yes 
Yes Yes 
$ 
Yes , , Yes ~ 
Yes 
151 39Yes  f 
17' 51 Yes 
18' 55 
26: 76 Yes 
32: 92 Yes .ji'es 
40; 114 i 
55j 147 ! 
61i 164 j 
69j 182 iYes 
28; 81 ' 
74; 196 I 
75/ 198 ' 
761 200 j 
821 216 I 
891 234 
901 236 
831 218 i 
I 
96/ 249 
8 Banana Hill Maths 
Yes Yes 
Yes 
Yes Yes 
Yes Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
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2 3 Yes yes 
12 31 Yes Yes Yes 
15 41 Yes Yes 
17 46 Yes Yes 
18 49 Yes Yes 
21 55 Yes Yes 
27 74  Yes Yes Yes 
30 87 Yes Yes Yes 
I I Kariohangi Maths 
17 34 Yes Yes L Yes 
21 45 Yes Yes Yes Yes 
22 49 Yes Yes 
53 117 Yes Yes 
89 203 Yes Yes 
97 221 Yes Yes 
118 266 Yes Yes 
14 Olepolos Maths 
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31 Yes Yes 
34 Yes 
39 Yes Yes Yes 
48 Yes 
49 Yes 
55 Yes Yes 
63 Yes Yes 
68 Yes 
12 Yes 
14 Yes 
78 Yes 
105 Yes 
108 Yes 
110 Yes 
112 Yes 
115 Yes 
117 Yes 
127 Yes 
130 Yes 
134 Yes 
139 Yes 
166 Yes 
194 Yes 
198 Yes 
227 Yes 
239 Yes 
242 Yes 
261 Yes 
264 Yes 
267 Yes 
270 Yes 
292 
296 
Yes 
Yes 
299 Yes 
308 Yes 
346 Yes 
5 Baba Dogo Science 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
21 61 
28, 64 
29 68 
31 73 
52 131 
53 136 
57 145 
58 147 
59 149 Yes 
61 156 
9 Banana Hil l  Scicncc 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
41 93 I 
54 134 
55 I36 
60 151 
61 156 
63 164 
93 . 232 Yes I 
94 238 I 
12 Kariobangi Science 
64, 110. i 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
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21; 56 Yes Yes 
22: 58 Yes Yes 
25: 65 Yes Yes 
261 68 Yes Yes 
32: 80 Yes Yes 
39 97 Yes Yes 
40 103 I Yes Yes 
52 128 ~ Yes Yes ~ 
53 130 Yes Yes I 
58' 143: Yes /Yes 
148 Yes Yes 
162: Yes Yes 
59. 
66 168 Yes Yes 
64. 
76 205 Yes Yes 
78 211: Yes Yes 
80 216 Yes Yes 
92: 249, Yes Yes 
95 256 Yes Yes 
96 267 Yes Y k S  
I 7  Oletanyi Science 
8' 2 l ~ Y e s  'Yes 
9 24 'Yes 
26 Yes 
'Yes 
Yes 
Yes 
Yes 
22 63 Yes 
27; 75' Yes 
36 9 6  Yes 
52" 145 Yes 
57 157 Yes 
58, 159 Yes 
172 Yes 
Yes 
63. 
'0. 
20. 54 
21. 59. . 
11 29 
15 39 
71: 192 
Ushrika 20 Science E, + PS 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
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